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PARINT INVOLVEMENT IN EARLY CHILDHOOD EDUCATION:
A PERSPECTIVE FROM THE UNITED STATES

Lots-ellin Datta

National Institute of Education

1,0 Scope of the paper: Three issues have been identified as

central to the present debate on early childhood education (ECE).

These are: (i) the transition between 'si)dergarten and primary

school (h.,w early should formal education begin); (ii) the

increasing demand for kindergarten for young children; and

(iii) the trend towards the involvement of parents, the family-

at-large, and the neighborhood.) This paper addresses only the

issue of parent involvement in ECE.

Many forms of parent involvement in ECE are found in the

United States. The trend towards all of these is increasing,

although some (e.g., bringing the school into the home) are being

adopted more rapidly than others. The purpose of this paper is

to consider the origins of the trend, to describe various forms

,f parent involvement, and to present some policy implications.

rim(
*Paper presented at the Organization for Economic Cooperation and
Development, Centre for Educational Research and Innovation Conference

1\0 on Early Childhood Education, Paris, October 1973. The opinions
presented are those of the author. Endorsement by the Nation Insti-

0 tuts of Education should not be inferred. I am grateful to Dick
OWerksman, Will Riggin, Herlinda Cancino, Al Cunrngham, George Seeley,
Joy Frechtling and J. Michael O'Malley of the institute for their
criticism of earlier drafts and am particularly indebted to Nancy Hunt

or) who compiled most of the original data flr this Report. To Dick Orton,
Uric Bronfenbrenner, Victor Soler-Sala, and Charles Gershenson, I owe

caml
enduring gratitude for the visions they have shared with me of a better
world for children.

(October 1973: V-6)
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2.0 Views on BCE: Before discussing parent involvement, it is

important to point out that in the United States opinion is divided

on the value of early childhood education.
2

By early childhood

education is meant the learning through formal or informal instruc-

tion that takes place between the ages of 0 to 6.
3

For educational

planners, there are two issues: how early should compulsory

education through formal schooling begin, and public responsibility

for early childhood education before the child enters school.

There is a long history of BCE programs intended to acculturate

immigrant children and their parents, and to meet other special

situations. The largest of these, in response to the need for

women's labor during World War II was the Lanham Act, which

provided day care for thousands of preschool children. After

1945, Lanham funds were no longer available, men returned from

the war needing jobs previously held by women, and, except in

California, most of the Lanham Act sul-orted day care centers

closed, never to re-open. A sustained, universially available

early childhood education program for children from 0 to 6 has not

been provided in the U.S. at any time.

With regard to age of entry into public school, about two

out of three five year olds are enrolled in public kindergartens.

In Northern, Central and Western states, almost 957, of all five



year olds are enrolled in school. In Southern states, puo",ie

kindergartens are rarer, and only 337. of all five year olds attend

4
school. Kindergarten enrollment is increasing, however, and it is

likely that kindergarten will be universally available in the 1980s.

There is no trend toward decreasing the age o' school entry to

4 years, although about one third of all children frcm 3 to 5 attend

some form of ECE and one state, California, does have optional public

ECE programs for about 107. of its four year olds. Few school admin-

istrators or policy makers now recommend expansion of public school

programs to compulsory education for four year olds as a desirable

reallocation of existing state and local education funds.

The policy issue of public responsibility for education before

school entry is unresolved. "Education" t-aditionally has begun

when children enter school. Many people see no reason to change.

In their view, education is the responsibility of parents until

school entry, and preschools, educational television, or home

visitors have no business intruding on families.

Still another group objects to public investment in ECE on

research grounds. Studies of many ECE programs show immediate

gains in socialization, language and cognitive skills. There is,

however, little evidence of durable, substantial benefits for

children after the enter school.
5

Some researchers are re-emphasizing

the innate nature of development, and do not believe ECE is necessary
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even in environmentally dismal circumstances. Others fear that

beginning formal education too early may harm the child, or deprive

the child of the years of play before parental demands for achievement

become intense.

Deciding not to invest public funds in ECE raises issues of

equity and absolute levels in access to child care services. There

have long been, and continue to be, informal systems of support for

child-rearing and early childhood education through voluntary

organizations, parent self-help and the private sector. These are,

however, mostly available to t e middle class. Parents who can

afford them often chose the more expensive early childhood education

programs over custodial services if day care is needed. Even where

mothers are not working, many affluent parents send their children

to play groups and nursery schools for educational and socialization

benefits, and, perhaps, for a few hours relief from the heavy demands
4

of child care. Many more children of middle class parents than of

lower income parents are enrolled in ECE programs at every age level,

and have been for the past decade. There are some publicly supported

programs with ECE components for low-income families, such as the

Federal Government's Project Heed Start, but these serve only 12%

of the income - eligible children between 3 and 6 years of age.

Publicly supported ECE programs for children from 0 to 3
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serve only about 1% of the income eligible population. With'ut

public support of ECE, the middle class is in effect regarding

early education as a luxury which the rich are not obligated to

share with the poor.

The poor also have little access to developmental day care.

An appalling number of children from 0 to 6 arc "cared for" in

-,:nsafe, dirty rooms with inadequate food and health care, little

adult attention, a few broken toys and the television set for

amusement.
6

There are guidelines prohibiting such abuses for

where Federal funds are involved,
7
but enforcement is weak or

non-existent. Also, only about 10% of all children whose

mothers work are in day care facilities which receive some

Federal support, and thus are even nominally protected by the

guidelines.

Failure to provide some form of ECE seems inconsistent

with a national commitment in principle to improving the

quality of life from children from 0 to 6 and with the often

repeated public endorsement of the importance of the early

childhood period. But then, there is some evidence that as a

nation the United States is not concerned about young children

and does not value their education. Recent failures to enact
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to enact legislation providing children's services, tolerance of

a shockingly high infant mortality rate among children of certain

minorities and the noor, lack of action to reduce repeatedly

documented subclinical malnutrition and chronic hunger for young

children, and neglect of the welfare of millions of children who

are in unlicensed day care (or left alone without care of any kind)

seem to belie the high-sounding statements.

There is, to be fair, other evidence that public concern for

the first five years of life and for ECE is growing. In the past

two years, many of the states have established Office of Early

Childhood Development. These Offices are charged with identifying

children's needs, coordinating services for children which already

exist in various state bureaus, and proposing new programs to

improve the quality of life for children in the state. Membership

in national organizations concerned with ECE has grown in the last

decade. Training institutions and programs for upgrading the

quality of child care workers have developed equally rapidly.

Sesame Street, an educationally oriented television program for

3 to 5 year-olds, is popular. Citizens groups and professional

organizations continue to press for programs on behalf of

children, including early childhood education.

There are many reports arguing the pros and cons of public

8
investment in ECE and children's programs. The conclusions which

appear most frequently are:
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(i) with the increase in single-parent families and
working mothers, expansion of day care services is
necessary.

(ii) these services should include group care, family
lay ca:e, . e 'some day care. There should be public
standards set, and enforced, for day care quality.
Public investment in developmental day care (day
care with a strong educational component) is not
justified, however, since there is little evidence
that the effects of the educational component are
large and durable, and such programs are costly.9

(iii) some children, such as handicapped youngsters at
special risk, need preschool programs which are educational
in nature. These children should he identified and
provided with such care.

(iv) other children need comprehensive services. Again,
the services should be provided on a diagnostic,

10
prescriptive basis to children known to need them.

(v) there is little evidence of substantial or durable
benefits from extending the age of entry into formal
education to 3 and 4 year olds.

(vi) parent education is recommended. Such programs
are to begin as early as possible to strengthen the
family's ability as child rearing agents, and might
be available in conjunction with other forms of ECE
or support for the child.11

3.0 Types of parent involvement in ECE: This summary of

conclusions has mentioned only one type of parent involve-

ment in ECE: parents as recipients of training in child

rearing. There are many forms which such education for

parenthood has taken, and these will be discussed in section

5.0. Parent education is, however, oaly one variety of parent



involvement in ECE. Others considered arc parents as paid staff

members, parents as decision-makers in ECE programs, and parents

as resources in the educational process from whom teachers can

learn. In this section (3.0), a taxonomy of the major forms and

their sub-categories is presented. The taxonomy is derived from

Stearns and Peterson, and from Yin et. a1.
12

(i) "Parents as tutors of their own children: In this
kind of participation, parents, generally mothers, are
given skills to aid in the development of their own
children. For example, they may attend group sesions
in which they discuss child-rearing practices with a
child development specialist in order to teach their
young children skills and/or attitudes which will help
them in school. In another form of this role, low
income mothers a:7e visited in their own homes by
professionals or by community liaison workers who
instruct the mothers in various aspects of tutoring
and child care. Some parent education programs have
quite specific skills to recommend, and mothers learn
to employ special toys or to use materials found around
the house in new ways. Others concentrate on general
principles of learning and discipline such as the
importance of conversation, environmental stimulation
and positive reinforcement. Many of the skills these
parents are taught to employ are those which have been
found to distinguish middle-class from lower-class
mothers."

(ii) "Parents as paid employees: The most widespread
use of parents as employees has been in the classroom
where they work under the supervision of teachers. The
classroom aide, sometimes called assistants or para-
professionals, may perform any of a wide variety of
duties depending on the goals of the particular project
and the attitude of the individual teachers. At one end
of the spectrum, an aide may be restricted to stricly
non-instructional tasks, e.g., taking the roll, thus
freeing the teacher from these time-consuming chores.
At a somewhat higher level, an aide may work with
individual children cr small groups, reviewing con-
cepts they have already learned in spelling, read-
ing, or arithmetic. In rare instances, aides with



considerable experience or training may be given the
responsibility of teaching new skills and concepts,
sometimes in conjunction with and sometimes in the
absence of the teachers.

Parents have also been employed outside the clas.;room
as coiMmunity workers or school/home coordinators. A

parent in this type of role generally functions as a
liaison between the program or school professional
staff and those parents who are reluctant or unable
to interact with the professional staff directly.
They generally work to make parents more active, en-
couraging them to visit their children's classrooms,
attend meetings or just get together socially.
Sometimes these paid parents are intended to facil-
itate communication on both directions, providing
information and assistance to parents and in turn
providing feedback from them to the professional staff."

(iii) "Parents as advisors and decision makers: Programs
attempting to promote parent involvement in educational
decision-making as a strategy for improving the per-
formance of children, particularly low income children,
are relatively new. They run the gamut from programs
which seek to make schools generally 'responsive' to
parents while not necessarily relinquishing their
power to them (for example, those which inform them
of decisions after making them), those, like Follow
Through, which have parent advisory committees, to
schools which are actually controlled by parents and
the communities. A somewhat different focus might be
on the effects of alternative schools in which parents
exercise functional control by their choice of a
school which meets their needs." (StearnF and Peterson,
op. cit., pp. 3-6).

In discussing parents as advisors and as decision makers,

Stearns and Peterson adopt a typology derived from

Arnstein which includes five roles:

"(i) The Placation role: school officials and school
boards allow community persons and parents to make
whatever mtnimum decision are necessary to keep the
noise down.'
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"(ii) The Sanctions role: The purpose is to find
visible persons acceptable to the widest community
who will give sanctions to already established or
newly developed programs and policies. The choice
is left to school officials who select participants to
service predetermine ends, mostly gaining public
acceptance of goals established by school officials."

"(iii) The Information role: Here groups of persons
who have information school officials need, or have
been directed to obtain, are brought together under
considerable control (in selection of participants,
agenda, reporting of findings) by the officials
involved."

"(iv) The Checks and balances role: The purpose is to
provide citizens with some inquiry, veto and checkmate
powers, which involves two-way communications between
citizens and officials, and citizen concurrance or
approval or certain decisions."

"(v) The Change -agent role: "Its major purpose is to
set in motion a series of events that will assure that
the group, as individuals and as a collective, and the
substance with which they are doing will change over
a period of time. Organizationally, it is a complex
of all previous roles, plus community organization;
the consequence is both negative power (prevention)
but some forward motion." (op. cit., pp. 60.10)

Yin et al., in their comprehensive analysis of community

organizations, have categorized the type of organizations

exemplified by these roles into three groups.

(i) advisory committees: "Citizens serving on these
committees or attending open meetings express opinions
that need not be given much weight by those delivering
services. In some instances, the advisory bodies are
not even empowered to represent the citizens
served and act only as forums for the project
staff to inform the public about plans and programs."

committees of "The citizens on
these committees have been granted one or two significant
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but limited responsibilLties. For example, they mi7.ht be
able to fire the project director and sirn the application
for Federal funds, but night not have legal control over
the services, staff or budget revisions once the funds ale
awarded."

(iii.) ::overing boards: "3oard pbers can hire and fire
the ianagement of the project, approve the budget,.sel
policies to guide programmatic operations, and make judg-
ments about the quality of service delivery. These
governin hoards often take the form or nonl,rofit corpo-
rations and may have considerable legal authority."

The last ru e mentioned, parents as resources for teachers, is

not emphasized in either Stearns and Peterson or Yin et al. It: is,

however, prominent in many discussions of home/school

relationships in IXE. This role phasizes professional awareness

of the insight parents have into their own child's development.

The information the parent can provide about the child, and about

education more generally, is seen as a valued resource to be sowht

by teachers. Many of the sponsors in Follow Through, a national

.1xporiental program for K through 3rd grade children, emphasize

13
the importance of this role. Vuch of the in-service training

given by Follow Through sponsors to teachers is intended to in-

crease their awareness of parents as resources, their ability to

communicate with parents in order to learn from them, and to develop

a parent/school partnership.

As this section suggests, the possible roles of parents in

vary considerably. Not infrequently, there are unexpressed, but

quite different expectations about which role is meant by "parent:



12

involvement in ECE," depending on whether a parenr, cotwninity

organizer, teacher, administrator, or educational planne- i

using the term. Often, endorsement of parent involvement is

limited to one role, and that not very clearly defined r-ither.

4.0 Origins of the trend to increased parent involvement in r7:

14
beliefs and expectancies.

4.1 Parent education programs: One set oZ assumptions has been

described by less et al.

"A compelling line of argument wa- developed 'or parent
participatior in early education programs. It was cc,n-

tended that early experience affects subsequent intellec-
tual and educational growth and achievement, and that
children who grow up in homes disadvantaged by racial
discrimination and poverty have a deficit of experiences
presumably related to academic achievement in public
schools."

From about 1960 to 1970, education programs emphasized

a leficit model of what low- income' parents bring, to child-rearing.

This assumption in part is based on the research literature

paring the child-rearing practices of midle-class and lower-income

parents or of parents of more and less competent children, such in-

ducing children to ask questions related to causality. The behaviors

associated with higher income parents, or the parents or more com-

petent children are thought to mediate more effective child de-

velopment. Presumably, strengthening low-income parents' aldlity

to educate their children more in the manner used by middle-income

parents or by mo-e competent parents, would have immediate effects
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on the focal chi, d, C.urable e2fects on this ehild s.ino the paren-

tal Inquence continues, and a spread of effect to non-rocal

children in the fanily. (See Table 1 for an example of this approach.)

;'ove recen*.ly (1970) education-for-parenting programs have

lean viewed as necessary for middle class as well as low-income

Parents-as-decision-maker programs also are often intended

to improve child rearing practices. Here the assumption 13 that

parents who feel alienated or lack a sense of control °wh their

on lives can not function as effective child educators.

decisions is seen as a way of strengthening the parents' sense of

competence and self-worth as people who can help their children.

Hypothetical chains linking parent roles (tutors, staff and

decision-makers) to improvement in child achievement are described

in detail by Stearns and Peterson (ol.cit.) and are reproduccd in

Figures 1, 2, and 3. These analyses may have substantial pow' as

causal frameworks against which available data can be compared, an0

lkich permit an hypothesis-testing approach to research on parent 7'_11-

volvement. All the chains relate, however, to the educational role

07 the parent.

6.2 Parents as Change Agents: There is a second line of expecta-

tions, one which applies only to decision-maker 7irst, 'There

parents make decisions about early childhood educatioe, it is belie'i id
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Table 1: Example of Relationships among Postulates, Assumed
Home Setting, Program Characteristics, and outcomes
in a Parent Education Program*

Postulates Home Instruction Outcomes

6. The lower class lack of skill teacher demon- observation
mother does not see her- in teaching stration of of parent-
self as the teacher of child behavior in as educa-
her own children, lacks the once-a- for behavior
effective motivational week home
and instructional visit
techniques

9. Effective language low frequency teacher stress observation
development requires of talk to on importance of parent
input at receptive child of language; behavior
(0-2) level as well provision of
as continuous inter- words and
change during growing activities
years

19. Manner of instruc-
tion and emotional
climate influence
changes in self
concept. Home interest
in child learning
promotes positive
identification with
parents and an
increased sense of
competence

self concept individualized child
private observation
instruction, and rating
pacing to forms
the child

*Derived from Ira J. Gordon, "The Florida Parent Education Projects:
A Schematic Representation". Paper presented at Social Science
Research Council Meeting, Portsmouth, N.H., May 15, 1968. The
table shown here is a brief extract from a longer and more
differentiated schematic.
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that programs will be more responsive to children. Some educators

believe that parent control of ECE is a non-negotiable requirement

for programs for children which are not racists, elitist, or

paternalistic. Parents feel that since they have the basic

responsibility for their children, they should have the unilateral

right to make all decisions affecting their lives.
15

"Today's parents do not want their children to be part
of an institution that answers to no parent, nor do they
wan. their children subjected to government-prescribed
curricula. In addition advocates of parental control feel
that their method is the only way to assure quality programs
as well as the integrity of the family." (Streuer, op. cit.,
p. 68)

Second, parents may gain skills by participating in program

development and management that can lead to better jobs, more

rewarding work, greater opportunity for advancement, more likeli-

hood of holding jobs, and a greater sense of personal worth and

efficacy. And third, parents and the Policy Councils may become

established change agents within the community. In this latter

set of expectancies, the benefits to children are indirect and

secondary to those for the parents themselves and for the

community.

These different expectancies were not stated in legislation

authorizing the primary Federal War-on-Poverty programs of the

Office of Economic Opportunity and eventually reflected in Head
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Szeirt euideliles. It a review of the history of parent

involvement in Head Start, Zimmerman
16
notes:

"InLerestingly enough during all this, there was little
discussion of what was to become the most controversial
feature of the law, the requirement for "maximum feasible
participation" of the poor. . . there is absolutely no
congressional history for the origin and insertion of the
"aximum feasible participation" requirement in the legi-
slation . . . No one knows for sure what the drafters in-
tended in this phrase, or to it it another way, everyone
involved may have known what he meant individually, but
there was no overall consensus nor even very much dis-
cussion." (11IDCO, 1972b, Part I, p. 41)

The 1960's, when -maximum Feasible participation first appeared

in legislation:, was a time of social ferment. Civil rights, re-

allocation or resources to serve the poor, and the control of decisions

by those who were affected by them were battle cries in the Nal:

against Poverty. It is not surprising that maximum feasible

participation was interpreted by community ;:,roups as authorizing local

governing boards for the Federal programs, and as a precedent for

community control of state, local and private projects.

According to Noynihan, maximum feasible participation set

the scene for confrontations between the haves and have nots that

destroyed the base of support, ever frail, in the stablishment

for the expansion and reform o public assistance to the poor.

In his view, the policy of maximum feasible participation was

based on inaccurate sociology, with little evidence that such a

strategy for social reform was necessary, desirable or erfective,

and with consequences that reverberate today in the lack o. funds

17
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for social welfare or reform.

According to Greenberg, in the other corner, maximum

feasible participation was a conceptually sound policy that in

practice changed many institutions, until peoples' organizations

challenged the real power and found support from Washington with-

drawn.
18

Whether maximum feasible participation really was tried,

whether community control has had short run benefits, and what

the lotr term consequences have been are being actively debated.

4.3. Parents as staff: Expectations related to parents as staff

members have been mixed. They include, ma Figure 2 indicates,

better achievement for the child. For many programs, however,

parent involvement as paid employees is thought to (i) build com-

munity support since low- income communities resent seeing staff

salaries go to outsiders while their own people are unemployed,

(ii) provide a career ladder for the parent enter an expanding

occupation with opportunity for advancement, thus helping the

feriily out of poverty and eventually, upgrading the economic

situation in the community, and (iii) capitalize most directly

on parents as resources who bring a unique understanding of

e-lildren into the classroom.

4.4. Parents as resources: About 100 years ago, the educational

level of teachers and parents were close. One didn't need a high

school or college degree to teach elementary school. But school

districts have become larger, the education required for elementary
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teachers has increased, and the neighborhood school

has broken down. Parents and teachers, once neighlwrs and

have becom strangers. Parents frequently complain 0

unwelcome, uninformed and unrespected by the school. Teachers

complain of parents' indifference, refusal to participate in

parent/teacher conferences, readiness to blame the teacher for

problems :hat begin in the home, lack of understanding of the

teachers' goals for the children and the problems teachers face,

or interference in the educational process.

The renewed emphasis on parents as valued resources grows

in part from parent demands. It also grows from an awareness that:

despite some effects of variations in school characteristics, the

greater variations in home background seem to account for many of

the differences between children in educational outcomes.
19

In-

creasing the ability of teachers to use parent knowledge, and of

parents to give information in ways that will be helpful to teachers,

is a primary objective for many ECE programs.

Strengthening parent/school communication through defining a

specific task for parents as evaluators of experimental programs and

as purchasers of information about educational costs and results is

an emerging emphasis. Regarding parents as the ultimate consumers

and as the persons best able to inform educators of short falls is

in the tradition of parents as resources for teachers and administration,
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there is, however the added power that comes from legitimation

of the role through direct funding of parents as evaluators or

as purchasers of evaluation information whose content and format

they specify.
20

It should be emphasized that these expectations reflect

currents and counter-currents in social policy in the United

States, To some, parent education makes sense but the notions of

parents as decision-makers or as resources are regarded as romantic

or political stances, rather than as worthwhile approaches. To

others, parent education is patronizing and inaccurate, and an emphasis

on parents as decision-makers or as resources maacs sense. Sone

support all roles, perhaps without fuly recognizinr, the con-

flicts in the assumptions on which they are havoc?.

All four forms- -and many variants- -exist in the United

states today. In the no:J. sections, examples of pi:or:rams oT

different Lper, and some evidence of their effectiveness are

presented.

:clucation for parentinC programs: In this section, earnples

of orograms for parents as educators are described, evidence of

their effectiveness discussed, and program implications indicated.

The section is. organized around "when," i.e. the ago o-.7 the focal

child when pa7ent (Nil:cation is initiated, "who," i.e., special or

general. ,i-ograms, and "how," i.e., the way in which pare: v (.7.!catiw!

is provided.
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5.1 Is earlier better? Is later too late?

Parent education programs through home visits to parents of

infants, toddlers, preschool children, and elementary school

children have been studies. In some programs only home visits

are provided. In others, home visits are combined, sequentially

or simultaneously, with educational television, parents' group

meetings, or center-based ECE. (See Table 2.) Presented below

are some examples of programs for each age group, and preliminary

21
findings.
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Table 2: Some Parent Education Programs by Child Age, and
Instructional Characteristics

Program Origination
Child

A. Infante (0 - 2)
1. Ira Gordon, 1965 0 - 2
2. Ronald Lally, 19760 0 - 3
3. David Weikart, 1968 0 - 1

2. Toddlers ( 2 - 4)

2 - 4..1. Phyllis Levenatein, 1965

3. Preschool (4 - 6)
3 - 61. Susan Gray, 1963

2. Merle Karnes, 1967 3 - 6
3. Ira Gordon, 1968 3 - 6

4. Ann O'Keefe/Home Start 3 - 6
1970

4. School Aka (6 - 9),
61. Norma Radin, 1969

2. Ira Gordon, 1968 6 - 9

Instructional
Characteristics

once a week home visitor
home vist plus group ECE
once a week home visitor

once a week home visitor

once a week home visitor
(2 winters) plus group
ECE (3 summers)
once a week home visitor
weekly home visits
once a week home visitor

bi-weekly visits plus
kindergarten
weekly home visits plus
special primary school
program.
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5.1.1 Progrars for parents of infants:

Parent education be'innin- Burin re-nanc and after the

birth of the children is being provided in Syracuse, New Vol.:. to

about 100 mostly young (16 and 17 year old), low-income, mostly

black mother; by Dr. Ronald J. Lally of the Children's Center.

I"or haU7 of the mothers, parent education begins durinj, the sixth

month of pregnancy: for the other home visits begi'l after the

baby is born. At three months of age, half of the babies onter an

educationally oriented, group day care program. The home visitor

continues to see the mother (as she does throughout the entire

program). The tine the baby spends at the program increases until

the child attends five days a week, six hours a day at w,,e 3. The

other hal- or the inrants enter the group care prograi, at 1C mouths

or are. AL / years of age, all children are enrolled 1m a nhrsory

school ,wogram. Participation in the Lally pro;ra'l seems to .provent

doveloiuontal retardation (i.e., the developmental indi.eatort, remai.A

steady the indicators for control' babies decrease). Mere

is no ev'_dence, as yet of benefits from beginning parent educa-

tion prenatally, or from earlier entry into the preschool program.

The basic hypothesis Lally is testing is not, horever, superior rate of de-

volopPeAt during the preschool period. tie rather is predictinf, that

parent education 1611 sustain child development when the children

enter regular public schools three years hence.
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Among the ueodects worl: er- handhoo:7s for ',L)

vi.sitors and child development_ manuals For day care wor*.ers.

Lally's program combines parent education when the focal child is

an infant with later group care and continued early childhood education.

As might be expected, the Lally pro:ram is expensive in its pee-

sent Lorm. Other projects have adopted the Lally materials,

however, ld are usirw, them in less eepensive settines. Lallv's

home visitors are low-income mothers, trained and supervised hy

professional staff. dis child care center wor%ers are profes-

sionals and volunteers.

2rogram Implication: Lally's program has demonstrated the feas5.-

Unity of a home visitor program for :.:others of infants using

paraprofessionals to servo low-income Families. PI:oblems hay,.

included avoiding, over-dependency on the home visitor, the need to

help solve the mother's many difficulties which are not; di.eectly

related to early childhood education Imowlek,c, and the "pull" 0:

tea chine the focal child rather than wor%ine, with the moth , It

is toe early to say how effective Lally's program will be pre-

venting school retardation; it is successful in changing

!others' behavior and attitudes, and of immediate benefit to the babies.

5.1.2. A program for parents of toddlers

In Lone Island, dew Yorl:, Phyllis Levenstein's ho! c eisirors

have been beil,ing educational toys and names to the hm,,,s
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year old children from lot; and marginal incore 7or al o:a

Tive years. The Levenstein program is more purely educational

than the Lally program. The toy demonstrators teach parents how

to use the toys to help their child learn. The cognitive develop-

merit of children in the Lovenstein program is accelerated. Vollou-

up studies of child development after the end of the two year pro-

v,ram sugsts the gains are sustained. Levenstein is experimenting

with ways to maintain benefits and reduce costs. For example, she

is reducing the number of visits per wee:;, but ertending support

throegh r.onthly mothers' meeOlic,s over a longer period (3.;. time.

Levenstein has produced handbooks and manuals for home visitors.

She also has developed a training prorram. ?!any social 1:elfare

services have adopLed the Lovenstoin approach, with traininr from

LevensLeih's institute.

In its w7iginal form, Levenstein's program Iras cr:pensive on a per

child basis. ow that the materials ar' developed, all or harLs o

th program can be implemented by paraprofessionals guided by a trained

Levenstein supervisor.

paulauLaELLag22: Levenstein's project, uhich provides only in-

tonc;xe, educationally oriented tutori.hg to mothers of toddlers,

demonstrates that substantial benefits for the toddler age child can

e obtainld uith home-based training for parents. Levenstein recom-

maids preschool programs for older children, in hart for the
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socialization benefits. She does not reeard a two year parent

education intervention as a panacea that by itsel-.1. will accele-

rate and sustain child development. To Levenstein, the toy

demonstrator program is a feasible way of educating young

children and their parents on which later educational experi-

ences can build. ghother the approach is replicable at alow

to be accessible to many children is not yet known.

Also, until the children enter regular public school, they "Mild

on" and -preventive" success of the Levenstein approach is un-

certain. !:arly data on costs, benefits and reproducibility are

encouraging.

5.1.3 Programs for parents of preschool (3 to 5 year old)

children

In many programs for preschool children home visits for

parent education are one component of comprehensive center-based

activities.There are, however, some programs for this age group which

are home-based.

22
Project Home Start, iirected by Dr. Ruth Ann O'TCeefe, is a

three year national experiment funded by Head Start to test the value

of providing comprehensive services in a home based program. Home

Start children receive nutritional, health, social and psychological

services. Their educational program is developed through home visitors

who help mothers learn a variety of parenting st'Alls.
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Each of the 16 demonstration programs receives approxi-

mately $100,000 for a 12-month period and series about eighty

families. National guidelines left much latitude for diver-

sity within the program.

Each project has a staff of trained home visitors, mostly

paraproressional women who live near the families they serve. In

most caseJ, the home visitor roles include "teacher, sympathetic

listner, helper, advisor and a friend to the entire family being

served."

As examples of local program objectives for the education com-

ponent, Home Starts may provide parents with information and

materials to become better educators of their children; identify

materials in the home that can be used for toys and names and

1 oarnin;.4 and help parents reinforce their children's positive

behavior. As examples of activities, the home visitors may take

parents to local libraries and show the parents shelves with books

on child rearing; prepare simple guides to accompany children's

television programs which are shown locally, to make television

watching less passive and more active; and hold mothers' group

meetings to help mothers learn to use one another as resources in

Finding solutions to child rearing problems.

Home Start is entering its second full year, of operation in

Fall 1973. Data from the first year show the feasibility of opera-

tinr, a home based program in diverse georaphic and cultural settims.
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Reports describin- the 15 experimental programs and manuals re;

training home visitors are available. Benefits/cost data cog'

paring Home Start against control, no-treatment children and cost/

effectiveness data comparing Home Start children and parents to

children participating in the center-based Head Start program will

be available in 1975.

At ,resent, Home Start does not seem to be less expensive or

more effective than a center-based approach. Its greatest: value may

be as an alternate way of providing preschool education where center-

based programs are difficult to operate. Home Start may also be an

alternative for children who are not ready for a group experience.

It is possible, however, that the benefits of Home Start will show

up after the children enter regular public schools, in the greater

durability of Home Start effects. In this case, the Home Start

approach may be the more desirable model, with center-based variants

less frequently indicated.

Program Implication: The Home Start approach is already being

adopted as a program component in many i:ead Starts. :tome Start-like

programs sponsored by state and local agencies and voluntary orga-

nizations are spreading, . There are many guidelines and handbooks

available for home visitors for 3 to 5 year old children. The Home

Start concept is likely to become the prevalent form of early edaea-

tion for 3 to 5 year olds, alone or in so: combination with ceotcr

based experiences.
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5.1.2 Parent education for children in elementary school

Project Follow Through is a Federally sponsored compensatory edu-

cation project in which 21 approaches to elementary education are being

studied. One of these approaches, originally developed by Dr. Ira Gordon

and his associates at the University of Florida for education of infants,

emphasizes the tie between teacher and parent as co-educators of the

children. Home visitors regularly teach parents of kindergarten, first,

second and third grade children how to help their child's development.

The visitors coordinate the educational help the parents give their child-

ren with the child's classroom activities. Parents are encouraged to spend

considerable time in the classroom as volunteers and aides. Teachers meet

often with parents to learn from them about the child and to develop shared

activities fostering the child's education.
23

Like other Follow Through programs, the Gordon Home Visitor approach

costs more than regular public school programs. Data from the national

evaluation show benefits for the children, though their gains are no

greater than those of children in other programs. In the area of parental

attitudes toward the school, and toward education generally, however, parents

whose children participate in the Gordon approach are more satisfied with

their children's education, and more optimistic about the value of education.
24

Something of the problems of defining implmentation of a model program

and of carrying it out are shown in 1972-73 data from a parent questionnaire.

As Table 3 shows, the difference between the least involved and most involved

average responses from 12 communities is usually about 40 percentage points.

Such data underscore the tentative nature of our knowledge of program effects

and replicability.
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Table 3: Variation in Parent Involvement within a Parent-As-
Educators Program (N = 6302 Parents in 12 Communities
(% answering at least once versus never)*

Item Lowest
M2101.11=1=1

Highest Average

1. Mother visits
school 40% 867. 73%

2. Mother work in
classroom 11 50 35

3. Attend Parent
group meeting 21 54 42

4. Attend PAC meeting 21 63 44

5. Discussed PAC
meeting with
Parent education
(PE) 17 71 49

6. In form PE of
PAC meeting 17 84 62

7. Plans for school
visit with PE 13 82 60

8. Discuss Comprehensive
services with PE 6 66 45

* Data provided by Ira Gordon, September 11, 1973
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Program Implications: Par-Int education at elementary school

ages does not seem to add a large increment to a good school pro-

gram in terms of child benefits.
25

Home visits and involving

parents as co-educators apparently does affect how parents feel

about schools, even in comparison with other good programs. The

Follow Through data show more generally positive attitudes toward

school among all parents than had been expected, but they also

'how how little knowledge parents have of what is happening to

their children without a concerted outreach program such as the

26
home visitor provides.

In summary, home visitor types of parent education programs

appear to benefit the child's development. This conclusion is

limited, however, to children from low income families. First,

there are no experimental studies of home visitor programs for

children from more advantaged backgrounds. A second limitation

is that most studies compare home visitor versus no treatment

controls; missing is the comparison group needed to ascribe effects

to parent education. No study has yet compared a true control group,

home visits focused on the child with home visitors focused on the

parents.

With these limitations, the findings from the home visitor programs

generally show that:

--they are feasible, although outreach and follow-up efforts to re-

tain paftidipation can require considerable energy

--paraprofessionals, under the supervision of professionals, can be

trained to be parent educators



34

--parent attitudes are generally positive, and the programs are

usually well received

--there are immediate benefits for the focal child

--these benefits tend to be somewhat more durable than those of

center-based programs without home components

- -there can be a spread-of-effect to younger children to the

family.
27

On the hand, findings also suggest that:

- -the home visitor experimental programs are expensive, though

costs may be reduced as the educational materials are used in

service settings without the research component and extensive

supervision28

--where programs are combined with preschools, uncertainty about

who is responsible for the child's development may reduce program

benefits 29

How soon should home visitor programs begin? First, while

we do not have systematic tests of the relative merits of program

initiation at different times for the parents' experiences as well as

the child's experiences, earlier may be better for the child and the

parent. Bronfenbrenner, reviewing the literature on early interven-

tions, concludes that "...the beneficial influence is substantial

if parent intervention is introduced before the child enters school,

but the effect is reduced if home visits are not begun until the

kindergarten year." Bronfenbrenner also views parent education as

a fixative that conserves the effects achieved through child-centered
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intervention, and as a catalyst "which enhances the impact of

other programs which may accompany or follow the parent

intervention phase."

Second, durability of effects without continued support

is unlikely, if one extrapolates from data on the center-based

programs. More attention needs to be paid to continuity of

parent education, and provision of alternate ways of obtaining

this support for parents in different circumstances.

Third, there may be too much of a good thing (materials for

home visitors) with too little consumer protection. Home visitor

programs for parents of infants, toddlers and preschoolers have

been widely but not systematically developed. With the exception

of Ira Gordon's handbooks, no didactically coherent ECE materials

for parents of 0 through 6 year old children exist, although

there are many manuals, guidebooks for parents themselves,and

home visitor training programs are proliferating. Diversity may

be desirable, but consumer information on program objectives and

methods is needed to guide choice from age to age.

Fourth, home visitor programs seem to be "the" trend in ECE.

The parent education approach is being adopted at the Federal level

through Head Start and Home Start. Many state, municipal and private

organizations are continuing or starting home visitor parent education

services. The home visitor form of parent education seems an idea

whose time has come. It has come, however, without solid data on

costs, replicability and on immediate and long-term effects. The

parent education movement thus may be vulnerable to later deflation

of too great expectations and a subsequent under- estimation of the

approach's significance.
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5.3.: Home visitor and parent education for parents or handicapped

children

The earlgr identification and remediation of handicapping con-

ditions seems to reduce later problems. This may be particularly

true for children with hearing losses, where very early training to

attend to vPstigal auditory cues can improve children's ability to

hear. Later training and Marine aids offer some relief, but this

may be an instance where earlier clearly is better.

There are many early education programs for handicapped

children. Some are center-based group experiences. Those are thought

to have two advantages. First, such programs concentrate the

services of still scarce trained professionals and the expensive

special equipment. Second, children's social adjustment appears to

be facilitated by early entry into groups with handicapped and non-

handicapped youngsters. Project Head Start, for example, now re-

quires that 10% of children in all classes be handicapped.

At the same time, programs to train parents to help their

handicapped child are expanding, and reportedly are successful.

For example:

rcConnell and Freeman provided parent orientation and
audiological management for 94 deaf preschoolers (2 year
olds). After a trial period with different hearing aids,
a permanent recommendation was made. Parents were present
at the audiologic sessions and received instruction in how
to encourage auditory behavior, orient the child to sound,
and talk to the child. "Findings over three years indi-
cated that language growth accelerated while performance
age and nonverbal mental age remained linear. Also,

ability to use amplification from the wearable hearing aid
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improved, wIth improved mean threshold responsc to
spoken voice of more than20 db. The parent mobilize0
themselves into pressure groups resulting in
slation for education or preschoolers. Community
approval of the project resulted in conP,,i,plance 0 IL:

services after federal finding ceased.'

5.3.2: Parent education for low income Families:

Post experimental home visitor and parent education programs

serve lor-income families. f=iddle class parents spontaneously have

organized parent cooperative nursery schools and play groups for

many years. Low-income mothers often lacked the skills and oppor-

tunities to develop these programs. As noted earlier, much recent

public support of early child education has been predicated on the

belief that early intervention prevents later social-class related

deficits. It is not surprising that demonstration home visitor pro-

grams also have served low-income parents.

o The Appalachian Education Laboratory's television
program, "Round the Bend" is coupled with a mobile
playschool. The playschool van is usually driven to
the home once a week. While the children play in a
supervised group setting, mothers are instructed in
how to use educational materials left by the home
visitor and how to build on the educational messages
of "Round the Bend."

o The pioneering DARCEE program for 3 tc 5 year old
children from low-income families combiner] summer
participation in a group preschool with home visitin:,
during the winter by trained paraprofessionals.
Among the results of this program have been immediate
cognitive benefits for the focal child, diffusion of
benefits to younger children in the family, a spread
of parenting information and benefits to other children
in the neighborhood, and improvements in the parents'
personal lives.
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o The 36 experimental Parent-Child Centers for focal
children from 0 to 3 years of age are funded by Project
Head Start. These serve hard-to-reach and often extremely
impoverished families. One family was living in a tent
made from a surplus parachute. Another, when discovered,
was living in a cave. Others lived in shacks where the water
supply and the outdoor toilet were within a few feet of each
other. The schacks were unheated and without electricity.
Although the program was to focus on parent education for
child development, the survival needs of these parents had
to be met before they could act on instruction on child
rearing. The program was also committed to using para-
professionals, m)stly mothers, from the same families,
which required a two to three year start-up and training
period. Recent reports indicate considerable success at
gr.:oeral family rehabilitation, although the costs per
family are high for the three year program.

Experience with parent education programs for extremely low-

income populations indicates that parent education can be one component

within a multi-service framework. Recruiting very low-income families

takes skill, time, and effort. Parents upwardly mobile tend to

volunteer for these programs. They also appear to benefit more

readily from educational services.

There is probably some threshold of readiness for parent edu-

cation, below which investment in educational support has marginal

returns. One may speculate that returns from parent education alone

among families whose children often show greatest developmental

retardation may be least. Perhaps for these families, later child-

centered educational support may be better strategy, until the public

is willing to invest in the extensive, long-term rehabilitative efforts

probably needed by multi-problem families.31

5.3.3 Parent education for all sectors: Parent education for all sectors

of society has been advocated. Some experimental programs to provide this

are underway. Zigler, discussing the value of preschool programs which

would universally reduce the age of entry to 4 years and be operated by

public schools writes,
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"School people do not determine to a great extent the levolop-
ment of children. Families do that, and your throe hours o;
nursery and your five or six hours in a school day clearly did
not: have th- impact that the home life of the child had in
detemnining what the child is to become. Schools must quit
ignoring that fact and begin developing mechanisms that make a
reality of some kind of school/family cooperation in the edu-
cation of children.

"One aspect that I would propose as an experiment is this: Why
don't we enroll_ children in school when they 're born?
Actually, I would really like to enroll them the day after the
mother conceives. ...Why don't we appreciate that education is
a developmental phenomenon, and if we really want to help
children, we start there?

"What we should do with such programs, is to incorporate what
we've been learning in Home Start and other experimental pro-
grams around the country to help parents in their role as
parents. Help them in the raising of their children; give them
the knowledge and information.

"What this would involve is not every child coming to the school
building but rather periodic visits and parents coming to the
school en masse. We could use television more than we're using
it. There's a variety of things that we can do in the first five
years of life that would help the child through the family.
Further, if you could do that, you would have a continuous support
system in the home that you could work with as the child goes
through school---a real p,Irtnershi01.32

Zigler's vision is being put into practice in the experimental

Massachusetts Early Education Program (BEEP).

o In IMP, all children will receive medical and psychological
diagnostic services designed for early detection of potential
handicaps to health and education. Initial diagnosis will be
followed by educational programs which will be somewhat differeit
for each of three groups of children and parents. All parents
will participate in a program designed to help them become more
errective in rearing their children. Daytime and evening dis-
cussion groups, seminars, lectures, workshops, and films :rill be
available. ThEP will maintain a lending library of toys,
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parphlets, hooks, and otlier materials al the nei:111whood -entor
which will help interested parents to understand and 111,,,-1

needs of thoir young children. The other two component:. h the

educational pro7xam--home visits and infant education at the cfm-

Lor-qin be offered at frequent intervals to ono group, lest; fre-
quently to the second group, and nol at all to the third. ''OPO

visitors will observe the infants and help the mothers to inerease
their awareness of the children's development and need for a
comfortable but stimulating environment. At the center, the in-
fants in the first two groups will be exposed tc materials anA
surroundings especially desi-,ned to stimulate their curiosity,
encourage emerging abilities, and give them a chance to "socializ.,"
with other children and adults. The children's developmen w 11
be evaluated at specific intervals and will be used in assess:Ac, 4

effect of the various levels of expenditure and education that t!tt'

children received.

MEP is administered jointly by personnel from the Drooklim!
Schools and the iiarvard Graduate School of Education. Pediatricians
from the Children's Hospital redical Center oversee and coordinate
the project's medical aspects. During. the planning stages parents,
professional members of the community, school officials, and teachers
became involved in the project, and several advisory cormitteo: have
been formed to continue this participation. One hoped-For outcome
will be the establishment of lasting patterns of institutional co-
operation in offering support to families.

The notion of parent education for all sectors is consistent wi.rlt

the rising concern that bEing poor should not be equated with bo.ing a bad

parent, and with programs that also serve lower middle class an(

middle class parents. First, it is felt that inclusion only of one

economic class will erode popular support for programs. Second,

economically segregated programs can add to, rather than reduce, the

habit of equating poverty with deficiencies in all aspects of life.

Economically segregated ECE programs may have increased the labels

which reduce adult ability to see children as individuals. Lastly,

segregated programs prohibit rather than promote mixing at early eges

before social class prejudice develop. On the other hand, the

feasibility of large-scale delivery of parent education programs,
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the cost of such enterprises and whether the

benefits anticipated will be obtained are as yet ure:nown.

1,4 Delivery systems For parent education:

Development of Feasible delivery systems For parent educa-

tion has received some attention.

1.4.1 Television programs for parent education:

About 97% of all. American families have at least one television

set. Mare, have tvo. Even among very low income families, tele-

vision ownership rarely drops below 90%. If television were

effective in delivering parent education, a feasible delivery

system thus exists in most homes.

Two projects are already uaderway:

. At Nova Universiey in Fort Lauderdale, Florida an experimental
television series for mothers of infants from 0 through 3 years
of age is bein:, produced and tested.

The Rocky Mountain Satellite project and the Appalachian Educational
Laboratory are developing television programs for parent and child care

worker education. These programs scheduled for transmission in fall 1974.

Among the issues in using television to deliver parent education

are (i) whether parents and care takers will learn anything substan-

tial through an essentially passive activity; (ii) what auxilliary

materials and services may be necessary to supplement the TV pro-

grams, and (iii) how program content can be responsive to cultural

diversity.

While these issues are being examined, interest in television as a

delivery system -tor parent education remains high, but programma-

tically neglected.
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5.4.2 Multi-media educational materials: Popularly priced infor-

mation on child rearing is available through a variety of sponsorsP

"Baby and Child Care" by Dr. Benjamin Spook has reached an estimated

24,000,000 people since its publication in 1945. The Children's

Bureau publication, "Infant Care: Your Child from One to Six," has

sold over 50,000,000 copies. In addition to these best sellers,

books and pamphlets on child-rearing are widely marketed, including

places such as drug stares and grocery stores as well as libraries

and bookshops.

The potential of regular radio and newspaper columns on child

rearing is being explored. Dorothy Rich, syndicated through the

Washington Post, has published weekly columns on child rearing and

recently began a Home/School Institute to train school perSonnel and

34
parents on how to cork together. Many popular women's magazines

carry articles on ECE and child rearing, which teach wide audiences.

Schools are also experimenting with multi-media techniques for

parent education. For example, learning kits using cassette tape,

workbooks and some prepared materials intended for parents of preschldl

children and distributed through the public schools are being tested

in Provo, Utah. Among the titles are, "Four Ways Parents Teach,"

"Language Development of Children" and "Helping Children to Form

Concepts and Improve Their Ability to Reason" The cost of preparing

such materials could be relatively low,in comparison to benefits, if

parent acceptability is high and if parents are able to learn through

these self-instructional programs.



43

Multi-media materials can be produced cheaply, and distributed

popularly through uchoolt shopping centers, gasoline stations,

voluntary organizations and outreach workers. For many parents,

such multi-media information probably would provide enough

additional support to be worth the cost.

It is likely that less motivated parents or parents less

able to benefit from self-instructional systems will need other

forms of outreach. Program planners could, however, profitably

consider ways of improving the quality and outreach of these

materials. For example, writers could be subsidized to prepare

more articles on ECE for magazines and newspapers reaching minority

groups, or a sliding fee scale applied to subscriptions to magazines

which carry articles on ECE to increase their distribution among

low-income families. Radio and TV announcements could increase

public awareness of ECE and corporations could be encouraged to

donate some prime time spots for public service announcements on

ECE. Cassette tapes oriented to the needs of parents from ethnic

and racial minorities could help parent education be responsive

to the needs of multi-cultural audiences. Incentives for parent

verification of the value of these materials and their frequent

updating could be provided to publishers and distributors. Again,

the costs of production and marketing would need to be weighed

against the returns. It would be fallacious merely to identify

increased public awareness of the parental role in ECE with direct

benefits for the children.
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5.4.3 ",other groups and groLLpprorismat

Informal mothers grovos, parent/teacher meetinrs, and classes

on parenting skills are increasing.

any low-tuition parent education courses are available

throwoh the public schools and eemaInity colleges While data are

scant, apparently most participants are middle class. Expansion of

these pr(,rams and improvement of instructional materials may be a

feasihle delivery system for this sector: of the population.

Parent/teacher meetings on topics including early childhood

education have long; been offered throur-,11 public schools and volun-

tary organizations. Participation in these programs has tended to

be li0T0,1 to relatively f-ng parents. The quality of instruction

apparently is quite variable. It: would seem likely that these meetings

ran .stimulate interest in more sustained and intensive education for

parenting courses, rather Clzulprovide sufficient information by

themselves.

One media-cum-grouPprogram receiving much

attention i. th.! Parent/Child Toy T,enjin Library. The Parent/CAld

Toy Londinc Li!)rary is an oii;ht-weok course (about one hour a week)

for parents of preschool children. The course can be conducted in

a variety settings. Anyone can operate the course after com-

pleting a brief training workshop.
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Eicht basic toys are used to teach different concepts
and to enhance language development. At the course
sessions, parents learn to work with the toys and games
and then borrow them to take home to use with their
own children. After completing the course, parents
are free to borrow these toys, as well as additional
toys, just as one would borrow a book from a library.
For each toy, there are easy-to-follow directions for
several learning activities that teach specific con-
cepts and skills. The eight basic toys are:

I. Sound cans--auditory discrimination
2. Color lotto--problem solving, color matching
3. Feely bag--tacile discrimination
4. gooden table blocks--relational concepts
5. Stacking toy--problem solving
F. Bead-o-Graph-visual discrimination, motor

coordination
7. Number puzzle--numerical concepts and countin,;
8. Flannel board--size and shape concepts

Each parent taking th.2 course receives an easy-to-read
Parent aide explaining different games at different levels
or difficulty to play with toy. At the course sessions,
parents view filmstrips showing different adults playing
games with their children. Those taking the course
practice playing games and discuss the methods involved.
Course sessions are also planned to allow plenty of time
for parents to discuss thezeown problems relating to
education or child growth. 43

The cost of setting up a parent/child toy lending library
program, including training, is about $1,000 for service
to an estimated 40 families. Operational costs would
depend on the librarian/course leader's salary, rent,
advertising, possible subsidies for parent transportation
and baby-sitting, and eventual replacement costs of the
toys.

Special parent groups have been tried, and found effective

where the leader was unusually capable and extensive outreach was

provided. The results of these programs have varied From marginal

to encouraging; the greatest benefits seem to be on mother's
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attitudes. Effects on the children's development are uncertain.36

On the other hand, mothers' group meetings in conjunction with

home visitor programs have been popular. High participation and

mothers' use of each other as sources of ideas and information are

reported. Developing mothers' groups to sustain child rearing

activity after the home visitor programs taper off may be a fruitful

avenue to explore.

5.4.4 Parents as volunteersinnelthoolproarlma:

Parent education through participation as volunteers in pre-

school programs has been encouraged by almost all nursery and privately

supported preschools. Some even require as a condition of enrolling

the child that parents spend a certain amount of time each week in

the classroom and serve on various committees essential to the school-

program.

The results of volunteering on the parents and children has been

little studied.
37

Participation is often difficult to elicit and

sustain. Too often, the "volunteer" program is reduced to a few

highly active parents or is sustained only as an enforced requirement

for child enrollment. Directors of both expensive, highly praised private

ECE programs and of subsidized day care programs have complained about

the difficulty of enlisting parents as volunteers or even as participants

in parent/teacher meetings.

On the other hand, participating parents report obtaining much

insight into childhood education and what children could learn, if

properly taught. Many paraprofessional (and professional) early child-

hood educators began as volunteers in preschool programs. And, "learning



47

by doing" is a well-established principle in other areas; it

ought to be a powerful technique for parent education.

Despite the lack of outcome information, policy studies of

ways to increase parent participation as volunteers in preschool

groups as a means of parent education seem worthwhile.

5.4.5. Parent Education before Parenthood

Another form of learning by doing is found in the new "education

for parenting programs" developed for junior and senior high school

aged children.
38

On an experimental basis, high schools throughout the country

are offering optional programs training young men and woman in child

care and child rearing. Often, these courses include practical

experience as child care workers in preschools located within the

high school physical facility, or in the nearby area. Other schools

are experimenting with "tutoring" arrangements between older and

younger children, which increase individualization of instruction

and may help the older child develop teaching skills.

These activities will be rapidly expanded in 1973-1974 when,

under Federal sponsorship, over 500 schools will introduce parent

education courses in grades 7 through 12. Of these, about 200 will

use the model curriculum developed by the Educational Development

Center called, "Exploring Childhood". The remaining 300 public

and private schools will be furnished materials and technical

assistance to help them initiate or expand their parenting programs.
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The rest will use curricula of their own. In addition, seven

national youth-serving organizations and their affiliates in

29 sites have been funded to implement education for parent-

ing programs. Among these organizations are the Girl Scouts

and the Boy Scouts of America, the National 4-H program, the

Salvation Army, and the National Federation of Settlements

and Neighborhood Centers, groups that together reach millions

of youth from varied backgrounds in all areas of the country.

After the 1973-74 testing and 1974-75 revision, "Exploring

Childhood" will be available for national use in Fall, 1975.

Data on the immediate and longer-term effects of edu-

cation-for-parenting programs are almost non-existent. Studies

of the effectiveness of the Federal Office of Education-Office

of Child Development sponsored project are planned, but it will

be several years before we know the acceptability of such

programs to youth, and their value in improving parenting skills.

In summary, enthusiasms for different forms of preschool

education tended to swing to extremes. At one time, center-based

programs for 3 to 5 year olds were hailed as necessary for

preventing the cognitive and personal-social deficits assumed

to be responsible for the poor performance of low income children

on measures of academic achievement in primary and secondary schools.
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Now we know that such programs do immediate good for many

children, and some longer-term good for some children,

but that nation-wide investment in one earlier year of

early education isn't likely to raise reading scores in

the third grade very much. Enthusiasm for starting with

infants and for parent education in part evolved Lmm

"disappointments" with the center-based programs. Again,

we know that parent education in all its variety can help

the focal children, probably their younger brothers and

sisters, and improve parents' confidence in their ability

to help their child learn. But there are policy dilemmas.

The intensive programs seem most effective, and are costly.

Programs using mass media have low per-unit costs but probably

benefit a few parents a great deal and more parents only moderately.

A number of alternate ways of educating parents has been suggested

in these notes. Needed are data and analyses relating program

costs, program effects and parent needs, so that public invest-

ments can be better matched to the size of the problem and to

realistic expectations of what is required to do something

worthwile about it.
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Such analyses require data not now available. One can, how-

ever, outline the steps required:

1. Develo ent of indicators of 3arent knowled e competencies
willingness and ability to use these competencies.

Parts of such indicators are available. There are observa-
tional forms and survey techniques which can be used to assess
parent competency as teachers and parent knowledge. There are also
scales of barriers to parent application of knowledge due to con-
straining economic circumstances. Measurement of parent willingness
or motivation to apply knowledge is as yet undeveloped.

While reliable, useful scales will require considerable
effort, it seems within our research competence to prepare such
general indicators of parent education needs.

2. Analyses of available data and/or development of experimental
studies to establish the cost/effectiveness of different forms of
intervention in relation to parental need.

Throughout this papet, estimates of the probable benefits of
different forms in comparison to assumed parental need have been
offered. These are based on inference from findings rather
than experimental comparisons. .

Cross-national studies, or systematic analysis of available
data might be sufficient to guide policy decisions, given the
variety of forms of parent education which have been tried.

It is also possible that a social experiment comparing
different delivery systems for parents with different initial
levels of need would provide a more solid basis for policy
decisions.

3. Examination of different delivery systems for maximum
coveraac at minimum cost: for example, if courses on parent
education are optimal for many middle-income parents, what in-
centives are needed to increase participation in such courses?
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Would provision of courses at employer sites, rather than in evenings
on parents' times, be worthwhile? Should mobile parent education
vans bring the classroom to the neighborhood? Should materials be
developed and training given to instructors in parent education for
church groups and voluntary organizations to increase the quality
of information available through these channels?

It is likely that a variety of alternative forms with alter-

native delivery systems trill be needed. The advantage of the

systematic study proposed is a better utilization of

resources than the present profusion of approaches

nay offer. Of course, most of the approaches described did not

originate with a central planning group. They developed informally

in a variety of sectors, and probably represent an excellent match

of local need and local resources.

Central planners systems all too often do not take into

account the tendency of systems to adapt to needs. In parent edu-

. cation, it would seem the central planning role could be systematic

collection of info:nation, and dissemination of reports on the

costs, feasibility and benefits of alternatives for use 12z

parent /community planning groups. Some options may require in-

vestments beyond local resources, e.g., television production,

development and testing of curriculum materials, and training; pro-

grams for trainers. Assessment of the need for such activities and

the quality of their content would benefit from more two-way com-

munication between parent groups and central planners, a communi-

cation that has been too often missing.
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6.0 Parent PartictvamiluaaimAking

The three primary forms of parent participation in oduca-
,

rional decisi.on-making ate through citizens' organizations,

elected Boards of Education, and direct

parental action on behalf of their own children. Citizens' or "a-

39
nizations, such as the Parent/Teacher Associations, provide

channels for parent/school communication. Through participation

in the elected Boards of Education which govern most public school

districts, parents have the opportunity for a direct voice in the

education of their children.
40

In principle, parents can cone to

schools to influence day-to-day operations affecting their children.

These forms of participation have not functioned perfectly

for middle-class parents. For low income parents, they have been

almost useless. There are many movements in progress to reverse

this situation, such as creation of community school boards within

larger school districts and increased representation on loards of

7ducation from low-income, ethnic and racial minority sectors - -and by

students. While sustained, effective citizen participation in education is still

limited, the trend is toward a better balance between professional

and lay control of public education for low-income and middle-class

sectors alike.

In early childhood education, parent participation as decision-

nak,srs has been practiced most extensively in programs supported by

Federal funds: in Project Head Start, in Follow Through, and in
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and
.41

..Secondary F.ducation Act oc 1965 (s :A). . All three programs

havo,requirements [or parent involveMent,:including participation

as decision-makers.

.

Ini-adOition, day care programs which -receive money from the

. .

GennriiT Act, Tit' IV; fvon.Title T Cf.outh

Title II (!'rban and nural CoMmunity Action program.$), Title III

(rigrant apsistance programs) and Title V (Day care projects) of

the 1:conomic Opportunity Act; and from Title I of 3A are required'

to be in compliance with 'the Federal Interagency Day Care -tequire-

monLs. The Requirements cover day care facilities, environmental

standar,ls, social services,' hnalth and nutrition services, staff

traiu11;, administration and coordination, evaluation-, education,

and payout invalvoment.

As an 'example of the parent involvement mandated for programs

receiving -Federal funds, the Federal Interagency :Day Care. guidelines

Cor.parent involvement require:
42

1. Opportuniti..2s must be provided parents at times convenient to
thol.to or% with the program and whenever possible to observe their
children in the clay care facility.

2. Parents mast have the opportunity to become involved themselves
in the making of decisions concerning, the nature and operation of
tho day care facility.

3. :Jho.lever art agency providus day care for /10 or more children,
there must be a policy advisory committee. Coraidittee membership
shouliynclude not less than 50 perconL parents or parent repre-
sentativos, :;elocted by the parents themselves...
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4. Policy advisory committees must perform productive functions,

including but not limited to

a. assisting in the development of
applications for funding

b. participating in the nomination
program director

c. advising on the recruitment and
volunteers

the programs and approving

and selection of the

selection of staff and

d. initiating suggestions and ideas for program improvements

e. serving as a challenge for hearing complaints

f. assisting in organizing activities for parents

g. assuming a degree of responsibility for communicating
with parents and encouraging their participation in the
program". (op cit., pp.14-15)

Examination of the Head Start, Follow Through, ESEA and day care

parent involvement requirements as they were initially, and as they

have been modified over the years shows (i) that most Guidelines began

with the parent ed"catiou and parents-as-resource roles, and (ii) that

the parent-as-decision-maker role has gained prominence since 1970:4 3

The Head Start 1970 guidelines, for example, specify on what decisions

the Policy Councils have "information", "concur" and "approval/veto"

responsibilities. Many of the central decisions in program operation- -

budgets, staff, program content--must receive Policy Council approval

before tilt: program application for refunding is sent to Head Start

Regional Offices for final endorsement. At least 507. of the Policy

Council members must be parents who are elected as representatives

by other Head Start parents.



55

As Stearns and Peterson (op cit.) point out, however, most

Guidelines (i) do not acknowledge the possibility of conflict

between parents and administrators, thus offering few ways to

settle disputes, and (ii) are without enforcement mechanisms.44

The Day Care and ESEA declarations on parent involvement are

particularly weak in these respects.

While Head Start and Follow Through have monitoring systems

for coiroliance with all Guidelines, including parent involvement,

the monitoring systems have been slow co get into operation. Also

needed are better record-keeping and uniform ways to assess "compliance

across administrative regions and programs. For example, MIDCO (op cit.)

reports:

"The (1972) survey... does not present a picture of how the current
parent participation policy (1970) is being implemented in a typical
Head Start. The telephone survey conducted at the beginning of this
project indicates that there are many programs which do not appear
to be implementing the new policy statement. There is no enforce-
ment procedure that is uniformly applied to all programs..."

For a nation in which local control of educational resources is

a major issue, there is little information on the extent of parent

participation in decision-making according to the existing Guidelines,

and on barriers to full partipation. (See Table 4, from Yin et al.)

Krulee, Hetzner and McHenry, des,:ribing Follow Through, write:
45

"All projects suppc-!: activities of two kinds. First, there is the
involvement of parents in the classroom as part of an instructional
teala. Secondly, there is the Involvement of parents in the activities
of the Policy Advisory Committee so they may take part in support of
Follow Through and in the process of decision-making.
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From our observations of local projects, we have gradually
formed so:le impressions about these programs. For example, these
programs appear to develop slowly and with difficulty. It would
appear to take two to three years in order to develop an active
and successful program.

There are some important barriers to be overcome... After all,
many poor parents have reservations about the potential value of
participating. They may also be somewhat afraid of teachers and
school o''ficials and be quite uncertain of the response they can
expect to receive from these same individuals. In order to develop
a successful program one needs to bn able to demonstrate to parents
that their participation is of value and to help parents develop
some confidence in the possibility that their contributions will be
respected." (p. 359)

Stearns and Peterson (op. cit.) agree:

"The primary reason why parent involvement most often fails to
have an impact on children is because it is minimal....The main
reason for (low participation) are the pressures of meetinr sur-
vival needs and feelings of psychological inferiority or social in-
feriority. If strategies for r',1eting these needs do not exist, thou
parent involvement...can not be expected to have 1 lasting impact on
children." (p. 11)

They lolineate some additional problems:

--some parents May Fail to participate because others (militants
or people with a desire to carry out extraneous political pur-
posce;) do.

lov income communities believe that eeucational institu-
tions are not amenable to change or are irrelevant to the needs of
their cormunity.

--in some communities, participation as a paraprofessional within
the existing school systae would make the parent's status ambigous,
and might confuse parental self-image rather than improve it.

--some parents may he unwillint to accept decision - raking roles
since participation in a PAC might be seen as endorsement of the
school.

In addition to problems in encouraging parent participation,
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there arc problems in developing effective croups, and then in the

conflicts which may arise when either a checks and balance role really

develops, or a community group seeks extensive social changes:

--parents may lack detailed financial or program information needed
to operate effectively as decision-makers, and the program is
unable or unwilling to provide this information

--parent_s may lack needed skills and programs can not mobilize
adequate training programs. ( 7lected and appointed School Boards
experienc- similar needs for training materials to fulfill their
responsibilities)

--some programs can not or do not continue lone enough to produce
the intended effects, due to "erratic and inadequate funding from
state educational and Federal agencies."

--parents nay demand some change in the school pro ;,ram and its im-
plementation by professionals may have ill effects rather than good
effects on children's attitudes and achievement.

--something else tecomes the main issue on which PAC and program
personnel focus their attention. "School administrators may be
willing or able to change practices In a very few domains, but
parents often have not limited their concerns to these more flex-
ible areas...Parents have most often centered their attention on
certain personnel decisions, hiring or firing. Some of the power
struggles that ensued. probably modified the school for the better
but...evi.dence exists that these experiences can be alienating for
both parties."

--state and 7:,deral guidelines can cause great difficulties. For
example, Title I guidelines require that when project decisions are
made, parents constitute more than 50% of the voting body. However,
there appears to be no specified recourse available when decisions
are made in the absence of such a quorum. (Stearns and Peterson,
p. 44)

In summary, one programmatic implication is that there are

several "models" or assumptions about the reasons for parent parti-

cipation as decision-makers. In communities seeking to emphasize

parent decision-making, it would seem essential to begin with making
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convert assumptions overt and to prepare guidelines of rights and

responsibilities that are extremely specific. The schools and the

community can then better anticipate disputes that may arise from

unshared expectations, and develop ways in which these perhaps

naturally arising conflicts can be used constructively.

A second programmatic implication is that guidelines without

enforcement mechanisms are ineffective. In part, failure to

enforce guidelines has been due to lack of instruments to measure

compliance. Better techniques to assess parent participation

should be developed, and applied by citizens groups as well as by

officials.

A secondary aspect of lack of enforcement is that programs are

often evaluated without assessment of whether the program in practice

resembles the program on paper. The guidelines, rather than imple-

mentation, may be considered at fault in judging the worth of an

approach.

6.1.2: Effects of parent participation as decision-makers

Until recently, little was known about the effects of parents

as decision-makers on the child, the programs, the parents them-

selves, and communities.

The sparse findings indicate first that it is difficult to

obtain and sustain the involvement of low-income parents, particularly

those most deprived and crisis-ridden.
46

If parents are to function

in a leadership capacity, they need extensive training and con-

siderable staff support. Training programs for staff and parents
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now are offered by consulting Firms, many of which are minority-

owned and staffed with parents who have prominence as community

leaders.

Where staff are convinced of the value of parent involvement

as decision-makers, where administrators are willing to provide the

resources for training, where power to make meaningful decisions is

truly devolved, and where planners will wait two or three years

for development of effective parent organizations, it seems possible

to develop strong decision-making groups. But from reports such as

MIDCO (op. cit.) and Krulee et al. (op. cit.), it appears that

these conditions are rarer than program planners have hoped.

On the other hand, surveys over a five- year period in Head

start and in Follow Through confirm that parent involvement in

decision-making is increasing. The percent of elected Head Start Policy

Councils is,the fill year program has risen from 55.5% in 1967 to 77.2%

in 1970. More PC's are reiponsible for hiting staff, budgetdecisioa,and

approval of program content. Guidelines and manuals on parent par-

ticipation written for staff and parents have been distributed. In

Head Start, over 200,000 copies of the Rainiaw Series.' on parent

involvement have been printed. Parent Councils and caucuses have

become increasingly direct in stating their positions, as this

excerpt from a Parents' Caucus on evaluation of Follow Through in-

47
dicates.
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'We are tired of others deciding when a program is 'not good'
or 'good' for us, based upon their concept of 'data' and their
concept of what is 'wrong' with our children, and Ihat is
needed to correct those' wronrs'. We will do what we can as
a 1;roup of anxious and angry parents to keep this prcv.ram that
we know is valuable' and we will work to help others that need
to know see this. We will not accept, however, as just, their
inability to understand as a reason to stop this program for our
children. Wo are also watchinr, thr Follow Through family very
closely to see who our real allies are, for at times we feel we
have been used. We are working, toward that power that will make
the above a ieality...

We will continue to organize other parents throughout the country
under any circumstances, Using our statements to Follow Through
as a basis, we will make similar demands for parent direction of
any new program coming into our communities. We will destroy any
program that attempts to experiment upon our children based upon
theidefinition of others. We will insist upon certain practices
that do not fit well with strict research ideas...

We are very serious about our opposition to not being included in
the first decisions, and if this is to be honored, then immediate
steps must be taken. We present this to you humbly because we
believe that what is causing, our major difficulty is the continued
arrogance of those who have continued to behave as if our lives,
and the lives of our children, are theirs to manipulate and that we
have no rights that they need to respect. We hope, however, that
humility is not confused with weakness or lack of conviction about
what we resolve." (p. 14-15)

The tenacity of parents' ..rranizations in EC programs, and

the rapid g.rnwth of state, regional and national parents' councils

suggests that the grass-roots strength of parents as decision-

makers can he under-estimated if one looks only at percentages of

parents aware of al' attending PC meetings.

A second point is that parents, even those who do not actually

participate, believe in the influence of parent councils in insti-

tutions affecting their children. Table 5 summarizes a variety of
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indicators or parent involvement in the 1969-70 Follow Through

program. Only 40% of the 3,460 parents sampled were EAC members.

Of these only 37% ever attended a PAC meeting. Only 13% felt they

personally could influence schools. nut 93Z strongly agreed that the

PAC's were effective overall. According to parents, PAC's were most

effective in influencing school boards (90% strongly agree), and,

in decreasing order, were effective in influencing what children

were taught (75%), in hiring teachers (63%) and in determining how

school money was spent.

Third, parent involvement as decision-makers does seem asso-

ciated with institutional change. A national evaluation (the

Kirschner study) of community changes benefiting low-income children

associated with Project Head Start indicated that the greater the

amount of parent participation in the Head Start Center, the more

extensively the center was involved in the institutional change

process.
48

In addition, the roles of high parent participation cen-

ters were the more direct ones of authorizers and executors of

change. Finally, the durability and significance of the changes

were greater if associated with the influence ofsuch high parent-

participation centers. Kirschner study thus (1) confirmed the effec-

tiveness of Head Start as a change agent within communities, and

(ii) established that parent participation affects the level of

Head Start involvement in change, the function performed in the

change process, and the significance of the change on behalf of

children.
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Table 5: Parent Involvement in Follow-through, 1969 -10

OUTCOMPS

OUTCOMES

Petreat Statos (FT)
Certain Possible
Poverty Poverty

Not
Poverty

All FT NFT Compari-
Parents son Parents

(N=1,436) (N=856) (N=1,168) (N=3,460) (N=1,696)
1. Awareness

Awareness or 7T 46.5% 55.4% 57.3 52.3%
Awareness of

other groups 42.0 46.8 63.4 50.4 41.4
Awareness of PAC 15.9 23.9 20.6 10.7

2. Participation

Any classroom
visits 43.4 47.4 56.4 48.P

3 or more visits 46.5 50.0 53.8 50.2
Work in classroom 14.3 19.r 24.3 19.0
If so: as
Volunteer 73.4 S7.8 67.0 66.7

Pay 26.6 42.2 33.0 33.3
Private talks 49.6 62.8 75.9 61.8
Within past month 45.1 45.9 40.3 43.4
If aware of PAC:
PAC member 39.6
Ever attended
a meeting 36.6

If so:
General
mvetine 11.7
':xoeutivo

meeting 33.9
?mows other PAC
members 53.5

35.3
39.5
8.9

79.2
20.9
56.6

34.1

*Stanford Research Institute, Appendix B: Parent Interview Survey. March 1971
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Certain Possible Not All FT NFT
Poverty Poverty Poverty

3. Sense of
influence
(Strongly
agree) on
schools 10.47L 13.57. 13.3% 9.9%

PAC influence
-with school

board 89.8

-what childreL
taught 75,5

-Lirinp
teachers 62.6

-spending
school
money 61.8

Overall PAC
effect 91.1 94.3 92.4 92,5

4. Satisfaction
with Follow-
Through*

EP1pChl to
child (very) 87.5 35.0 77.7 03.3

progress in
school (very) 70.7 79.1 74.5 77.4 72.4

_ -

.10

*S-1I notes, "Although many of the parents made positive comments about
the benefits, there were strong hints of dissatisfaction . . . it was
hard to ignore parents who complained of feelings of exclusion from the
classroom and lack of effective parent-teacher communication. Others
felt thr.t control of the program rested with a few active parents and
that few attempts had been made to inform and involve parents adequately."
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Until recently, theLe were few data on t-Ile .,rforl-s of

parental decision-making on child development. 'That little there

were showed (I) correlations of undifferentiated "involvement"

with final levels of child performance and (ii) no effects of

parental decision-mahinn on child gains. Stearns and Peterson

(op.cit. ) summarizing the sparse and unimpressive findings, con-

clude;

effects of parental decision-naking on children's academic
performance are particularly difficult to measure and evaluate.
First, the change expected in parent attitudes or in school
programs as a result of this sort of participation would have
longer delayed impacts on the children...Second, decision
malting roles almost never occur in the absence of channe in
other roles, so their independent contribution to chill out-
comes can not be assessed readily... Finally, there is the possi-
bility that, for some groups, if significant decision-making
power held, standardized achievement a?fects would not be
measured because parents would gear the program to other out-
COMPS" (p. 27).

In :mailer 1971, a study of the relationship bet,4cen (a)

parent participation in learner and decision maker roles and (b)

child development, program quality, the parents nhemselves and in-

stitutional changes was initiated 7or. Project Hep.d Start. Mounted

in anticipation o: a policy battle over the role of parents in new

guidelines on day care, the study has the deficiencies of post hoc

analysis hut the advantages of initial random sampling of the univ-

verse of 'lead Start Centers, stratified random selection following

the ihitial survey, assessment of centers high an,1 low in parents

io learner and decision-maker roles, comparisons nested uithin

center stratifications of parents who were active a.ud inactive in
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learner and decision maker roles; a follow-up sub-stu4 or

parents w1:0 were high and low in the four role combination:; for

ea,:h center; a sub-study of parents in each center who were paid

staff; and measurement of many child variables including self-

concept, and many parent outcome variables, as well as program

quality and institutional changes.

The nroject was reviewed from inception to completion by

panels including parents, Head Start directors and experts in com-

munity involvement, social change theory, parent education and

child development. Case histories, interviews, and examination

of records for unobtrusive measures were used to obtain qualita-

tive as well as quantitive data.

The deficiencies of the study include (i) inability to infer

cause and effect in the associations noted between parent parti-

cipation and outcome variables since data were collected at one

poLit in time (Spring, 1972); (ii) inability to ma.iu, inferences

about the effect of Head Start on changes in parent participation

as a dependent variable, and (iii) absence of comparable data on

participation by middle-income parents in center-based programs,

and of both low-income and middle income parents in home-based

programs.

The national evaluation of Home Start which includes true

control groups and is a prospective, longitudinal study, will pro-
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vide more reliable data on effects of parent involvement in

!T.T. The MIT:0 study, however, offers reasonably !; tu ctly informa-

tion. 1.t may, indeed, have the advantage of examininp "natural"

variations without the intervention programs of Home 7,tart that

could bias comparative results in favor of parents as educators.

VIDCO's findings indicate that absolute amount of parent

participa*ion is far more important for almost all outcomes than

are differences between the forms of participation. Accordint; to

(i) parent participation in both learner and decision maker

roles makes a difference for the parents themselves, for their

children, for the program and for the community; (ii) parents

who participated "ctensively, :specially those active in de-

cision-making, were more confident of their ability to control

their environment and saw themselves as more successful and more

skillful; and (iii) parents who were active in the community prior

to entry in Head Start were the most enthusiastic participants in

!lead Start. During their Head Start period, their level of par-

ticipation in other community activities declinnd slightly; after

Noad Start, their activities in other community events rose to

still higher levels. (See Figure 4).

MIDCO also found that level of parent in-

volvomont i .r.3 associated with personal. self - esteem. hern involve

rent. was lower, self-esteem was lower. 'aghnst parent se1.7-
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esteem was found in centers which emphasized parental decision-

making.

While participation in Head Start seems associated with immediate

benefits for parents, MIDCO bserved that former parents report reduced

self-esteem. "The data do not provide sufficient information to identify

cause. One conclusion might be that the high esteem of Head Start

parents has a limited time dimension. Another possibility, which is

mat likely, is that the whole dimension of support for parents is

!laically lacking in most institutions with which parents must relate

after Head Start, especially public schools." (MIDCO, p.46)

6.1,1. With regard to the association of parent participation and

child development, MIDCO found:

(i) there is a strong relationship between high participation by

parents and better performance on tests of intelligence and task-

orientation. The children of parents with extensive participation in

both roles produced better scores on measures of verbal intelligence,

academic achievement, self-concept, behavioral ratings in classrooms

and at home, and change ratings in both learning and participation

in activities. High participation is associated with final levels

of achievement and with rate of change; the more the better.

(ii) these extend to center influences: children of parents in centers

which were classified as high in providing one or both roles scored

better on child measures than did children at centers which were

classified as low or minimal in both roles. (p.46)
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(iii) children of paid employees--like the parents themselves- -

were similar to children--and parents--of families active as both

learners and decision-makers.

6.1.2. With regard to program quality, centers with high participation

in both roles were judged as better in quality than centers with low

participation. Quality was defined by the Guidelines used in national

Head Start program audits; ratings were made by Head Start Center

staff, by policy council chairmen and by MIDCO evaluation team

leaders. Parent participation, required by Head Start guidelines,

thus goes hand-in-hand with other hallmarks of a good ECE program.

6.1.3. With respect to the impact on community institutions, (i)

both the greatest number of changes, and more significant changes

were found in centers rated high in both decision-making and learner

activities. Centers where decision-making was strongest of the two

roles, however, showed the most significant kind of institutional

change. (The Kirschner Associates criteria of change significance and

possible roles in the change process were used in the MIDCO study for

comparability across the two evaluations of Head Start's impact on

communities.) Also (ii) the extent to which parents from centers

participated in all six stages of change was directly related to

parent participation. "When parents were high in both roles,

there was greater involvement across six stages than when there

was little involvement or high participation in only one role." (p. 48)

The parent interviews tell their own story:

o "Once you have been involved in Head Start, you are never the



72

same again. :;ine out of ten times, it is enriching and rewarding,
even frustrating at tir!es, but you're never i he same again, and
For the most part, it is a 7etterment." (rIoce, p. 50)

o "Head Start has been a marvelous experience for me. I am aware
of expressing myself. I feel my opiniors are valua)1e to schools
in comunity affairs. I'm more concerned with being informed about
nines and actively taking part. From the people I've met, I know
now whore to get information and how and who to see to solve my
problems. It has given me a great deal of self-confidence; a de-
sire to be active in things; to voice my opinions; and much gra-
tification for what I have been able to help with. I have only
one sad .eeling--that Uead Start isn't available to everyone. T

hope some day it will he." O. 51)

6.1.6. Perhaps most important to the policy question with which the

study began are the evaluators' conclusions about parent involvement.

"There is little doubt that both the learner and decision-eakine
roles are important positive influences on parents, their !lead Start
children, the quality of programs and other community institutions.
The stronp,'st effect appears to come from a combined effort in
both areas. It is the judrment of the evaluators that contrary to
arguments cited in the introduction, the decision-making role is
do-emphasized, the learning type nE participation will also dee
eliee.... We do not believe that dead Start could continue to
achievecertainly not improve- -its program quality nor its contri-
hution to parent, child and community change through parent parti-
cipation without a strong decision-mai:ing role." (p. CJ)

C.2.: L'rogram implications: Development of parent participation as

decision-malcers in eCE regAires, it appears, coneiderable determi-

nation by sponsoring agencies and a willingness to eeperience a

learvinr, period as professionals and parents learn wor!: together.

As Yin et al. (op.cit.) conclude:

"Certain organizational characteristics can serve to devolve

power more effectively than others. In particulae,characteristics

such as the citieen organAzaeion having its own staff, having the
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power to investigate grievances an -cs influence substantially

the formation and execution of service budgets, haveing an elected

citizen membership, and having an umbrella-like organizational

structure are associated with the ability of a citizen organization

to exert its own influence and control." To this, recent analyses

by Stanford Research Institute would add devolving to Parent Councils

(with bui/ets) the task of evaluation experimentaprograms, of prepar-

ing annual progress reports on all schoo_programs, and of purchasing

information needed to establish program costs and performance. The

rational for these recommendations stems largely from a desire for

a fresh look at parents as decision-makers, which includes identification

of (i) provision of ways to ajudicate or resolve disputes anticipated

between parents and professionals as power devolves. While this

recommendation has been made too recently to report on its implementation,

the analysis is receiving considerable attention at the Federal level, and

is consistent with the role which parent groups repeatedly have claimed

as their right and responsibility: to evaluate how well the school

their child attends is educating children.

The data suggest that one, in effect, gets what one wants to,

and invests resources in. ECE programs seeking to establish parent

and citizen influence over activities will need a governing board

of members elected as community representatives, must provide the

parental decision-making body with a staff and money for parent
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activities, and must devolve power, including "at least the

power to influence substantially the service program's budget

and to investigate citizen's complaints."

6.2.1: Providing for parent involvement in forms of ECE other

than preschool programs may require considerable diligence:

o Producers of books and multi-media materials may need to include
parents on review and development boards and to support consumer
verification through parent usage.

o Schools and other organizations offering structured classes in
parent education may need to form lay boards including parents.
Such boards should have devolved power for real decision-making
on content, outreach, focus of service delivery and certification
of achievement, and the financial support recommended by Yin et al.
to enable their full participation.

o Organizers of parent discussion groups and home visitor programs
will need to develop on-going lay advisory and policy making
groups composed of parents and other community members.

There may be some merit to a community parents and citizens

group, similar to those in Denmark, which reviews all programs

for early childhood education developed in a community, including

those supported by private funds as well as those involving public

money. The costs of such citizens boards for early childhood

education could come from public subsidies, from contributions

of cooperating organizations and from contributions of cooperating

organizations and from fund-raising activities of the boards them-

selves. For the boards to exercise effective control, some power
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would have to be devolved for review and approval of

public funds or use of public facilities, e.g., approval of

television channels for children's broadcast programming.

It may be argoeCthat the benefits of such participation

relative to immediate and long-term outcomes are not sufficiently

well - established to form the basis for policy recommendations,

that "...there is no solid documentation that parental involve-

ment in the schools raises community consciousness, or that it

is likely to lead to the kind of school reform talked about so

lovingly." (SRI, 1973, p.69) One must agree that the evidence

is yet slender. A methodologically oriented review would find

more flaws in studies of parents as decision makers than in

studies of parents as learners, and an ample number of limitations

in these latter studies. Relative to the literature on outcomes

affecting children in center-based ECE, data on all parent roles

are methodologically weak, and scanty.

On the other hand, parent involvinent as a philosophy is

consistent wirh the political system of participatory democracy

of many countries. It is also consistent with public policy in the

United States regarding education during the school years. The
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recommendations offered here require further study. More re-

search is needed on how to measure parent participation in

decision-making and how to assess its effects on children, pro-

grams, institutions and communities. The recent data do, however,

indicate a greater value of parent participation in decision-

i%aking t.han had been anticipated from earlier studies and support

the wisdom of the equal emphasis on both roles now evident in

Federal guidelines.

7.0 Parent participation as paid staff

Parent participation in early childhood education as paid

staff has received considerable impetus in the Head Start and other

War on Poverty programs. Training neighborhood residents, par-

icularly motners, makes good sense. Other parents are thought to

be more responsive to staff who are neighborhood residents.

Parents as staff are believed to bring greater understanding of the

child's life to the educational program than could people who have

not been part of the child's environment. Communities can resent

most of the money for programs going to the salaries of outsiders.

Finally, participation as paid staff has direct economic benefits

for at least some families, and can provide entry into a career

in child care or social services.

The arguments against parent participation as paid staff
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include (i) the need to find jobs for licensed teachers as primary

school enrollments decline; (ii) the belief that professionals can

understand the child's world and will do a better job than the less

trained parents; (iii) the investment required to train and super-

vise paraprofessionals and (iv) the costs of providing career de-

velopment programs for parents and other paraprofessionals.

7.1.1 PI9ASAMAILLM2AMBI151210111gi:

Many ICS programs hoe involved parents as paid staff.

Head Start has employed 15,233 parents as paid teacher aides, com-

munity outreach workers, soetal service aides* and nutrition aides.

Through the Head Start career development program, about 25,000 parents

have completed the high eahio1 equivalency examination or enrolled in

institutions of higher learning.

employment of paraprofessionals as parent involvement specialists,

community cutreach workers and teacher aides has become part of many

preschool education programs and part also, of public school prac-

tices. Where funds permits, paraprofessionals are employed at

all levels, and many are parents. Follow Through and ESEA Title I

Programs have always employed paraprofessionals, and public schools

increasingly are investing state and locally raised funds in hiring

parents.

The new Child Development Associates program supported by Pro-

ject Head Start will establish standards of competence in child
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care workers and also assist in career development through the co-

49
ordinated training programs.

"The Child Development Associates (CDA) is envisioned as a new
method of training, assessing and credentialling competent
staff persons in early childhood programs. Rather than empha-
sizing formal academic training, the program focuses on training
which will assist child care staff in acquiring competencies
needed by persons working with young children. Potential CDAs
include Head Start mothers, day care classroom personnel and other
persons interested in the education of young children. A CDA
consortium with headquarters in Washington has the responsibility
of developing CDA assessment and credentialling systems. The
Consortium membership consists of a wide range of professional,
parent and consumer groups. The Consortium will assess CDA
trainee:. and others in the child care field and will issue cre-
dentials to these who can demonstrate CDA competencies. Training
is generally expected to last from between six months to two
years, depending on the individual's prior experience and skills.
At least half the training must be supervised experience in an
actual child care center. The CDA system, by certifying com-
petence rather than formal training, may open a true career
ladder in ECE For many parents."

Another, and significant trend, is employment of parents in

research studies of ECE. Almost all national evaluation studies of

early childhood education have employed paraprofessionals as testers,

as classroom observers and as parent interviewers. Parents are also

being employed as paid consultants in planning rcr programs and

evaluation studies. any experimental ECE programs employ parents

as paid staff. Some rotate positions among parents during the year

so each parent is employed (and trained) in early childhood edu-

cation. Others employ the same parents throughout the year, but

make room for new parents in the next cycle.

7.1.2. Findints from programs employing parents a- staff:
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(i) Many reports indicate that parents perform as well in
collecting data for research and evaluation studies as do
professional and junior personnel. Training and supervision
costs are higher, however, and there is no evidence that
parents perform better.

(ii) Several experimental studies have compared parents as
teachers of other children with the performance of high school
students and professionals. Parents are more reliable than high
school students. There is considerable evidence that children
taught by parents show as much development as parents caught by
professionals. The one area in which professionals enhance
growth mere than properly trawled and supervised parents is
language development, particularly exprssive language and
asking causal questions. Data from several national evaluations
show an inverse relation between years of teacher education
and children's gains during the program. Amount of specific
training in early childhood education, however, is positively
correlated with child gain. These data suggest that training
in early childhood education rather than years of schooling
are what distinguishes a good early childhood educator.

(iii) Parent involvement per se rather than being a paid staff
member is most strongly associated with child development,
better programs, improved family status and institutional
change. There were no differences observed in MIDCO Head Start
evaluation between parents who were highly active as learners
or decision makers and those who were paid staff.

7.2.1 Program implications

Parents can be successfully employed as paid staff in early

childhood education programs in a variety of duties. Such em-

ployment is one way to strengthen the linkage between institu-

tions and the home. There are direct economic benefits to parents.

Some parents have continued their development as professionals.

No harm to the children is associated with use of carefully

selected, properly trained and well-supervised parents as staff

members. (There is some evidence, in fact, that greater problems
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are associated with teanhes trained in elementary or secondary

odhention applying those tochnique to 'TY thae loss trained

pnr('nts.) The costs of teaining and suuervisiou are' hiOler than

for professionals, however, and also program directors may be

pressured to employ parents who are not suited for child care.

Sometimes parents are selected primarily because they are very

poor and teed the money, or because they are influential parent

board members, rather than for their competence.

Programs employing parents as staff need to he sensitive to

the:

(i.) need to provide career training, so parents are not ex-
ploited in loww.paying entry level positions

(ii) need for training and supervision based on the particular
strengths and weakness or the parents' backgroundc

(iii) need for more support services for parent aides than for better edu-
cated and economically more secure people who are willing to work in child
care. Parenzs are often more vulnerable to crises and will have erratic
work histories unless emergency support is provided

(iv) need for objective suarLards of competence for early child-
hood education to guide parent selection as child care workers

(v) need to develop a deliberate strategy for employment of
parents: is the ohiec'Ave primarily educational for the parents,
in which case parent rotation may be supported, or are there
other reasons, which require other strategies?

(vi) issue or parent employment in classes where own children
are enrolled. "any EC" directors believe this should be avoided
as a long-term arrangement.

i'arents employed as paid staff in early childhood education pro-

crams have been overwhelmingly enthusiastic about what they have



81

learned from the experience. Supervision by skilled, enthusias-

tic professionals, and participation in the educational components

rather than custodial duties are seen as particularly beneficial.

These observations suggest the value of providing opportuni-

ties for feariipg about early childhood education to many, parents

through a ,..7rents Service Corps. Parents who could not afford to

participa-1 as longterm staff members could be subsidized on a

sliding scale. Fatherkas well as mothers would be encouraged to

participate, particularly after the birth of the first child and

before subsequent children arrive, so that extensive child care

would not have to be provided. AParents-SeiVice COTps could proa,--

vide personnel for home visitol: and other staff-intensive programs

(e.g., ECE for handicapped preschool eh/la's:OVA:id assist parents in

learning through supervised experience how to help cheir own child

develop.

8.0.1. Parent involvement andcla}, care: Parents have long been in-

volved in day care. Parent cooperatives have offered released time

and shared responsibility. lost of the better day care programs

have active parent outreach components. Parents are given menus

for the week ahead, and regularly informed about their child's day.

Caretakers try to meet individually with parents at home to benefit

from the parents' insights and understand the child's home circum-

stances. Programs receiving Federal support are required to comply
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with the Federal tntcragency Ciuidelines described earlier.

in reeent planning papers and conferences on day care, both

parent education and parent decision-making have been called for.

There are few reports on parents' involvement in early child-

hood education when children are in day care. Bronfenbrenner

(on.cit.) believes children may not prosper as much in day care as

in early child education programs, in part because of competing

demands for parental attention. Most parents have no household

help, and must attend to,household duties after working hours.

Parent: participation in evening meetings, or even meetings held

during day hours with released time provided by employers is low.

With the increase in working parents and single parent fami-

lies, more children under six are being cared for outside of their

own homes or by persons other than their immediate family. If we

believe that parent involvement.is the single most important factor

in early childhood development, then highest priority in program

planning should be devoted to examination of parent-child relation-

ships for children in day care. We need to:

(i) know how working parents differ in their child rearing
practices from non-working parents

(ii) assess what working parents need to support their ability to
be primarrearly childhood education agents

(iii) examine strategies that can be developed to meet these needs,
such as household help, released time to be with child, and
counseling programs to,help prrents understand the special-needs
of children in day cara'and their own feelings.
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(iv) develop training and supervision programs for all child care
providers that help them define their role, and the ways in which
they can supplment education provided by the parents

(v) provide for parental participation in decision-making for
child care offered in a variety of settings. The new licensing
standards require such participation, but place the burden of
arranging for compliance on the day care operator, who may be
hard-pressed financially and administratively to provide the
support dalled for by Yin et al. or SRI.

8.0.1. Issues in Parent Involvement in Early Childhood Education

In this section, issues are briefly highlighted. Many have been

discussed in earlier sections. They are presented as concerns

which are as yet unresolved.

1. What role do parents want and need in early child hood ed -

cation? Much program development is based on the notion that parents

want to be primary childhood education agents and decision-makers and

that many are unprepared for this role or prevented from exercising

power. There have no national surveys of parent preferences. Almost

nothing is Mom about what the parents themselves want. Some may

prefer to leave education to the schools and focus on other aspects

of child rearing. Others may already be highly prepared, with little

to learn from parent education programs.and with no interest in

decision-making. Should parents be forced-to participate as

decision-makers, if they prefer to rely on educators? Should

parenting education be optional (in which case it may increase the

disparity between the development of children from more and less
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advantaged homes, since such parents often are most eager to

learn to be even better) or should there be special outreach to

parents who apparently need support?

2. What are barriers and incentives to in

early childhood education? Most studies of parent involvement con-

clude that parents know little about what is happening in the edu-

cational nrogram their child attends, and that access to parents

is difficult. Some of this apparent resistance may come from

parents who do not want or need involvement in the form offered.

For many other parents, however, the apparent apathy may be due to

barriers (transportation, child care, more convenient meeting times,

information and opportunities more suitable to their needs) which

are as yet imperfectly understood.

3. What are the costs of alternate forms of parent involvement?

We need more information on the costs of different forms of parent

involvement. Neither the direct costs to.programs nor indirect

costs in foregone earnings have been examined. Available data come

from experimental programs, where costs probably are higher than

under operational conditions. The total resources needed to de-

liver parent involvement, how much of these costs could be absorbed

..1-1rough private funds and how much would have to come from public

funds are largely unknown.

4. What are the costs of parent involvement relative to other ways

of_providiatarly childhood education? Parent involvement has been
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sought in the belief that the greater the involvement, the better

for the child. What specifically parent involvement contributes

to the child's learning has not been adequately distinguished

from the contribution of other aspects of the home (genetic,

nutritional, health, environmental opportunities, social climate).

The cost of increasing involvement through parent education rela-

tive to re costs and feasibility of influencing other components

of the home, or providing early childhood education in other ways,

has not been examined.

5. Do induced changes have the same effects as naturally occurriaE

differences? Almost all the studies of parent involvement in early

childhood education are correlational. They show that parents who

are more involved as learners, as decision-makers or as staff have

children who show greater development than do the children of less

involved parents. Studies of parent education with before and after

measurement sometimes but not always report changes in parenting

behaviors and attitudes toward education. Children show pre and

post gains, but no analysis has yet shown a correlation between the

induced changes in parents and changes in the child. Both could be

due independently to a third influence: the home visitor. We need

to learn more about what changes in parents are induced, and if

these induced thanes haw the same long-term effects as naturally

occurring differences. For example, parents who use more
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elaborative language and who help their children learn through

asking questions have children who do hotter in sc000l tuan parents

without these characteristics. There are parent education pro-

!;rams which can increase these behaviors. Do these induced changes

"help" the child to the same extent as the elaborative language of

parents who have acquired this characteristic over many years? Do

induced c'anges have the same predictive value as "naturally"

occurring variations in parenting behavior and parent self-esteem?

6. How durable are the induced changes anal their effects? The

durability of changes in parent behavior induced by special pro-

grams is uncertain. While early data are encouraging with respect

to parents as learners, it is too soon to tell whether parent be-

havior will return to its original levels without further support,

and if children will continue to show good behavioral development.

Induced changes in parents as decision-makers are yet to he docu-

mented; the MIDCO study suggests that Head Start does not induce

active community and program involvement in parents initially low

in such behavior. On the other hand, the already active parents

became more so during eke program and after their r-children graaiiited

graduated from Head Start.

7. What is necessary and what is sufficient? Consideration of

the life circumstances of many parents suggests that there has to be

improvement in their lives before they, can attend to their. involvement
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as educators or decision-makers. Other parents may experience

institutional pressures orienting them away from the family and from

child education. Investment in parent education, in the belief that

so doing will turn around an adult-centered society to a child-centered

society (or a better balanced one) is likely to be false.

Second, in many instances, objective of parent involvement is

improving educational outcomes for low income children. Even with

extensive programs for parent education, however, children of low-

income families are likely to need other forms of support, including

health care, decent nutrition, better children's television programming,

better books and educational materials, more attention from varied

adults, and at appropriate times, more experience with children their

own age, and with mixed age groups.

Third, it is likely that teachers will continue to play an

important role in ECE. They are equipped to teach children the

basic and academic skills they need, to share an immensely rich and

diverse heritage of information, and to foster the development of

higher cognitive skills. There may be other ways to accomplish

these ends than the schools as we know them now. While other forms

are ev,lving, teachers are needed to guide parents in their roles as

educators, and foster the academic skills most parents can not.

These comments are, however, speculative; little systematic

analysis has been completed on the mix of services needed in addition

to parent education, and how the resources available can be brought

to bear on them.
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8. Who should educate parents? A distrust of schools has lead

early childhood experts to recommend that the schools improve

what they are doing already'in primary and secondary education.

They prefer special agencies such as Offices of Child Development

throuell which consolidated services for children would he organized.

Teachers' unions, on ripe other hand, are lobbyinc for extension of

0.blic Jucation into the preschool period. They rest their case

on their professional competence,and the importance of very compe-

tent child care workers at the age when children may be most

vulnerable to poor edway3.ort4.0f the many issues in parent in-

volvement and early childhood education, the allocation of cover-

nance among existing and new professions (and bureaucracies)-may

be most difficult to resolve.

9. flow can continuityIltimamlaasol_ozent involvement and

parent after the child enters school be maintained?

Administrative responsibility for children is compartmentalized.

Children are not. Programs that do not provide a continuity of

policy, philosophy and services are likely to do little durable

rood and may harm children. t date, almost no attention has been

uiven to program continuity.ifin parent involVement. A-Webond priority

in planning should be giVen-ioineuringCOntinuity of-early childhood

education programs for-parenti-and foi children.

1.grontlitsccs....10.Cotanlaeuences: Involving parents in

decision-making IlikVitably may create confrontations between those
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who hold tho nowe; ,7n,l rhoso who are bc-i.win- to control.

confrontaHon:; can 1) emotionally char '(.1. Those ,110 hold

ylover can re;;ard parent control as a disaster ithich pievents .00d

iiiincs from ha:Ipening For children, and withdraw suppoi-t. Rebuttals

are many, iaoluding the belief that through apply yht wc now

know about connunity organiations the benefts of participation

can he ol, wined and at least some of the most harrowing confronta-

tion avoided. Pow successful such applied social psycholoy can be

is larely untried. Ile need to learn about pare:J.8 as decision-

rakers in countries where this tradition is well-estAblished, and

In those countries where it is re-assertinE, itsolr or just emrf;inc,.

ProcraM planners who include guidelines on parents as decision -

rulers noel to be aware of what information does exist. Improved

:widelinos, and more realistic public expectations may result.

11. Finally, there are methodological issues for pro4ram planners

who want to stud arent involvement in earl childhood education.

These include ethical concerns for experimental studies with human

subjects, problems in 'desicning experimental studies of what may

he as difficult to control as parent involvement in decision-mal(inc,

and the need for improved measures of process 'Ind outcome. Stearns

and Peterson, rIDCO, Yin at al. and Lazar and Chapman. (op.cit.)

all provide analyses or research problems.

9.0 Summary: In summary, Five conclusions are reached. (1) There

is a trend toward increasing parent involvement in early childhood
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educatioe in the United States. This trend is based on six factors.

First, there is increased demand for participation in all dycisions

by all sectors of society, including, parents' demands for increased

control over education. A second 5.nfluence is the preliminary evi-

donee' thar parents determine educational outcomes more than do

schools as they arc lireqently constituted and hence are appropri-

ately co.-sidered a central part of the educational process. Third

increased concern for the first five years of life during which

education traditionally has been the responsibility of parents.

Fourth is the failure of school- based systems to deliver equality or

,Our:ational oureomes. is an increased appreciation For what

rho schools can learn from parents as resources; and is a

ri sin almmiess or the possible need for education for parentin-,

in all sectors of society.

(ii.) Parents are involved is FrF r,s educators, as paid ,'nd volun-

Ier staff, as decision makers, and as resources. The trend for

increases in all these roles, but particularly the first, is sup-

ported by ovi:Irrice from experimental programs. It is, however, too

:loon to Loll it the effects of programmatically induced 7arent in-

volveent will be durable and substantial.

(iii) Theye aro many prorsrams now available as models 7or parent:

oduratInq. There are fewer guidelines on how to develop parent/

school partnerships and how to create effective parent decision-

rakinr, bodies. The available surveys do, however, provide some
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:.Iidance in all areas.

(iv) rxtrapolating from current data enco,,rages 1-%-)ansions of a

variety of programs of parent involvement in Er:;. Three notes of

caution in this extrapolation must be sounded. First parent needs

and desires must be better known than at present. Second,

differing expectations for parent involvement should he made

- 'urine planning and ways for resolving possible conflict

built into the programmes. Third, such programs must be -,-iewed as

part of a more comprehensive strategy for early childhood education.

One may expect benefits from parent involvement alone, but net

miracles.

(v) At least ten issues central to parent involvement planning need

rurther study and analysis. These are presented as a tentative

agenda Cor future planning, not as roadblocks. As researchers, the

unknown draws us on. As planners on behalf of young children, we

build new programs. For parent involvement in ''.Cr, now is

the time to share experiences among our countries, and to continue

uhat the past decades have so well begun.



FOOTNOTES

1. See ref. 11.

2. See ref. 5.

3. The age considered to be early childhood has been considered to be
as brief as 3 to 6 and as long as 0 to 9 years of age. Gordon
(personal communication, 1973) notes that the 0 to 9 period was
adopted in the recent National Society for the Study of Education
Yearbook: Early Childhood Education. The 0 to 6 period is used in
this pavr as the time when education has been traditionally regarded
as private, rather than as a public, responsibility in the United
States.

4. See refs. 8,51.

5. See refs. 4,8,62. In reviewing this literature, the reliability of
immediate benefits for the children from almost any form of ECE is.
clear. What oecen happens is that after the children leave the
special ECE program and enter regular public schools, the accel-
erated rate of growth levels off. The control children who have
not attended ECE programs show a growth spurt on school entry and
catchup to the preschooled children. Follow-up studies after the
second, third and fourth years of public school often, but not
always, show a decline in the growth rate and absolute levels of
achievement of both groups of children, when the children are from
low-income families. For middle-income families, there typically
are no discernible advantages of preschool when children are observed
after several years of regular school, but no losses. If the criterion
of an educational intervention is durability of effect, it is likely
that few fairly short interventions will be effective. To some
researchers, this implies the need for continuous well-planned educa-
tional programs, and more money for ECE. To other researchers, the
findings suggest that the "real" difference is between no education
and some education, and that variations in educational treatments have
negligible effects relative to home and other influences. They
recommend choosing the least expensive educational program, since
variations between more and less costly programs have yet to be shown
to make a substantial, durable differences in educational outcomes.

Almost all researchers agree that the data associated with these
conclusions are methodologically weak, limited by severe inade-
quacies in experimental designs and in measures. Despite the
consternation of those who believe a great deal more money is
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needed to make existing schools educationally desirable places for
children, the effect of the generally negative evaluations of special
programs has been that little new money has been voted for schools.
The emphasis is rather on institutional changes that re-allocate
existing resource°, for both ECE and for schools from K to 12th grade.

6. See ref. 26.

7. See refs. 10,17. There are millions of 0 to 6 year old children in
day care and millions more who need afer-school care. Apparently,
only children of affluent families who can choose among early child-
hood educ.,tiou programs and make their awn arrangements, begin to be
protected from neglect and abuse.

8. See refs. 4,8,49,52,62.

9. This "conclusion" is most controversial in two respects. First, it
is likely that most day care facilities would not pass inspection.
Unless there were funds and technical assistance to bring these
facilities up to minimum standards, the next result could be closing
the already scarce, though marginally acceptable, day care facilities
creating a black market of even worse situations, or leaving thousands
of heads of households without any child care assistance. Second,
many early childhood educators argue that developmental day care is
justified and essential; the weight of evidence from policy analyses,
however, leans in the other direction. The critical issue seems to be
whether one begins with minimum standards of quality for all children
in day care, and improves these, which is deemed by some policy
analysts to be financially viable, or if legislation should not settle
for less than the best for children, and the nation faced with the
fact that developmental care, or comprehensive care, costs a lot.

10. The notion of early identification of children with special educational
needs raises considerable alarm in some quarters. These educators
believe early "labelling" of children can do more harm than good,
particularly if facilities for follow-up treatment were not available.
Accurate diagnosis of early developmental problems, without the abuses
of discrimination and inaccurately assigning children to programs for
the educationally retarded, is receiving attention from a national
commission on diagnostic testing.

11. Again, parent education programs are recommended by many scholars,
but repudiated by others as racist. See refE. 3,35 for this latter
position.
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12. See refs. 53,63.

13. Follow Through is a federally supported program for children from
low-income families in K, 1, 2, and 3rd grades. The program was
conceived originally as an upward extension of Project Head Start,
and has the features of the comprehensive Head Start program: parent
involvement, health and nutritional programs, community involvement,
social services, and special educational programs. In Follow Through,
the educational programs are provided by "sponsors" each of whom have
their own approach to educational goals and methods. (See ref. 53 for
a description of each of the sponsor's programs.) In preparation for
this paper, a letter requesting information on the goals, objectives,
and outcomes related to parent involvement was sent to all Follow Through
sponsors. Most graciously responded with copies of their curriculum
guides and statements of philosophy; only two had any data on the
effects of the parant involement programs. In almost all statements,
the theme of parent/school interrelationships was dominant, particular
emphasis was placed on increasing the awareness of professional educa-
tors of parents as resources from whom the teachers could learn.

14. Information in this section is based on the following references: 2,5,
6,7,14,15,20,23,29,35,48,50,53,63. Some of these references include
bibliographies of several hundred items, giving en indication of the
size of the literature on parent and community involvement in education.

15. See refs. 3,36, for an eloquent statement of the issues in who con-
trols day care and ECE programs from the point of view of advocates
of community control.

16. See ref. 35.

17. See ref. 38.

18. See ref. 16.

19. International commissions, and re-analyses of data from United States
schools show that variations between schools in presumed indicators
of educational quality, such as per pupil costs, predict relatively
little variance in average differences in academic outcomes between
schools. Relatively, variations in average social class or ethnicity
between schools predict more variance in average pupil outcomes. This
is widely interpreted to mean that the home is more important than
the school in affecting educational outcomes. This may be true, but
the available data are only weak evidence, albeit consistent with the
hypothesis. First, .1n the data used, variations in school quality were
more limited than variations in social class. Second, the absolute
upper levels of variations in school quality are considerably below
what many educators consider desirable, although the lower levels



4.

of variations encompass some lamentably poor teaching
situations. Third, the indicators of school quality have been
challenged as insensitive, and fourth, the indicators of educational
outcome have been questioned. There are in additional methodological
criticisms about sampling, analytic techniques, and the like. It

seems developmentally logical that family background, which would be
relatively stable for a given child and include genetic, constitutional,
and economic factors as well as educational influences, would account
for considerable variation in differences among children. In the other
hand, if one of the national educational goals is to reduce this corre-
lation, that is, to equalize the learning opportunities for children
from the economically more disadvantaged families, then it may be
prematur to conclude school variations could not have a major effect.
Experimental designs including long-term, large variations in school
quality, with outcome measures including children's enjoyment of
education, sense of competence, and academic measures, would seem
indicated.

20. See ref.

21. See refs. 23,29,35,43, for further information and references to most
of the programs discussed.

22. See ref. 42.

23. See refs. 14,15,56.

24. Such benefits in parent attitudes are reported by other Follow Through
sponsors. See ref a. 1,45. In a Head Start experimental program involv-
ing 8 of the Follow Through sponsors, early data indicated relatively
greater changes in parent attitudes for the Gordon program than for
those which were less parent-oriented.

25.

26.

27.

See ref. 4.

See ref. 55.

See ref. 28,29,35,53.

28. See refs. 12,37. Spread of benefits from the focal child to other
children is among the most interesting and least studied effects of
,lrent education. Many reports do not include data on siblings.
The most extensive information on sibling effects comes from the earliest
program, and one which is a mixed model for 3 to 5 year-olds. Routine
collection of data on siblings, and secondary analyses of the existing
data banks for spread of effects would seem eminently worthwhile.
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29. About $800 per year per child is spent on primary school education
and is, in some ways, the upper limit of replicable costs for public
investment in ECE. The true operational costs per year per child
(or family) are difficult to estimate in ECE programs. There are
no generally established guidelines for separating program start-up,
design and development, research and evaluation costs from operational
costs. Only recently have standardized functional cost-accounting
systems for day care been availabte. Many day care centers rely on
volunteers and other indirect cost services and goods. Estimating
the true operational costs across centers which rely almost entirely
on such donations and those relying almost entirely on cash income
has improved, but is still imperfect. Based on the Head Start and
demonstraion program experience, about $2,300 per year per child
seems required for center-based comprehensive care for 3 to 5 year
olds. Costs rise for infants, whose care requires more adults per
child. The home visitor programs save costs of maintaining centers,
but are more expensive in travel time and expenses.

The true cost for a family participating for three years in the
federally supported experimental program for children from 0 to 3,
the Parent-Child Center program, may be close to $8,000. Regardless
of benefits/cost ratios, this is probably beyond replicable levels
for a nation-wide program. Hence the concern for identifying those
children who really need comprehensive services, and for alternate
delivery systems which could provide partial services at lower costs
for children whose needs are more limited.

30. Bronfenbrenner (op. cit,.) analyses a series of experiments by Karnes.
Karnes and her co-workers found that parent education programs alone
were very good, and so were center-based programs. The combination,
however, led to lower gains for the children than either program alone.
Karnes speculates, "These (program) changes, which seemed relatively
minor at the time, coupled with the child's preschool attendance, may
have significantly altered the mother's perceptions of her role in
this program. In the short-term study, the mother was aware that she
was the only active agent for change in her child, and as she became
convinced of the merit of the program she increasingly felt this
responsibility.... In the longer study, mothers appreciated the
value of activities for their children but may have over-emphasized
the role of the preschool in achieving the goals of the program."
Bronfenbrenner concludes, "The psychological development of the young
child is enhanced through his involvement in progressively more complex
enduring patterns of reciprocal, contingent interaction with whom he
has established a mutual and enduring emotional relationship...any
force or circumstance which interferes with the formation, maintenence,
status or continuing development of the parent-child system in turn
jeopardizes the development of the child." (op. cit.)
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31. See refs. 18,31,32,33.

32. Little is known about the distribution of parenting skills by
ethnicity, race or social class. Provision of intensive parent-
ing education on the basis of established, rather than ascribed,
need seems on the face of it a sounder policy than assuming most
poor parents lack child-rearing skills.

Problems of measuring the need for parent education without invad-
ing privacy or incurring higher costs for assessment than those
required for service delivery may reduce the value of this strategy,
however. Low -coat, effective programs voluntarily available for all
parents (Ald parents-to-be) thus are being sought.

The case for not equating "poor" with "bad" in early childhood educa-
tion is well-represented by Nimnicht et.al., op. cit. Chapter II
("A More Productive Approach to Education than Compensatory Education'
and 'Intervention Strategies"). The concept of enhancing the family's
ability to attend (ATA) and the school's ability to respond (All) are
introduced. ATA is dependent on prenatal health care, health care
for the child, food, living environment, environment surrounding the
living environment, number of adults to attend, number and spacing of
siblings and the presence of physical or mental illness. As noted,
none of the determinants of ATA is considered to be lack of information
on early childhood education practices.

Following this logic, support for comprehensive services (health,
nutrition, housing, neighborhood environment, etc.) are priority
needs for low-income, multi - problem families. Some demonstration
programs are providing allied services to such families, but their
costs and effectiveness are as yet unknown. The experimental
Head Start Child and Family Resource Programs which just have been
launched under the direction of Dr. Ruth Ann O'Keefe of the U.S.
Office of Child Development, offer the services called for by
Nimnicht et al., in addition to parent and child education. Service
will be continuous, prescriptive and individualized, based on the
family's and child's needs. Children from 0 through 7 can be served
through the centers.

33. See ref. 64.

34. See ref. 48.

35. See ref. 47.

36. See ref. 41.
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38.

39.

See ref. 29.

See ref. 29,61.

See ref. 52.

7.

40. Parent/Teacher or Parent/Teacher/Student Associations are voluntary
organizations which provide a forum for discussion of mutual concerns
among parents, schools and students. These organizations, supported
by dues of individual members, have long been one channel of communi-
cation between homes and schools. The organization has no direct
control over educational decisions; it operates by increasing mutual
understa-.ding and through persuasion. How effectively it operates is
uncertain; many PTAs have reported effectively improving the school,
and the home/school relationship. Others are reported to be poorly
attended, mildly social groups. See refs. 39,48.

41. See refs. 13,30.

42. For information on ESEA, see refs. 8,44,45.

43. See ref. 10. Very recently, the Office of Child Development has
issued guidelines for licensing day care centers, which include
even more detailed, but similar requirements for parent involvement
in decision-making. See ref. 17.

44. See ref.

45. MIDCO (op. cit.) write: In the 1965 Head Start planning memorar.ium,
parents were conceived in the learner role--as adjuncts to the
program, not as central to it. In 1967, the first official Manual
reiterated the importance of parents as learners, but listed as first
among equal "...participation in the process of making decisions about
the nature and operation of the program."

Finally, in 1970, Head Start issued new guidance on parent instruction
(Instruction 1-30, Section E-2, dated 8/10/70). Once more the major
objective for parent participation in Head Start was stated as providing
an opportunity for parents to influence the program. The assumption is
made that only by meeting this objective will the child development
program become maximally effective and therefore allow the ultimate
objective for children (reaching their fullest potential) to materialize.

The third statement is probably most crucial for all since it provides
the most comprehensive rationale for kiefining parent participation in
Head Start.
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46. Stearns and Peterson write, "ESEA Title I. Although the Title I
guidelines permit and encourage all kinds of parent involvement,
little attention is given to effecting specific improvements in
the direct interaction between parent and child. Rather, the focus
is on increz.sing the effectiveness with which parents can influence
decisions made by local school officials. Title I regulations have
provided formal means for decision-making participation by parents.

"Examination of Title Its history shows that the commitment to, and
mechanisms for, parent participation have only emerged slowly and
have undergone frequent changes since ESEA was authorized in 1965.
Federal officials began urging Local Education Agencies (LEAs) to
involve parents and other interested community members soon after
enactment of the original legislation, but there were no formal
requirements for parent involvement. A document issued in 1968

(Program Guide No. 46) recommended establishment of local advisory
councils. Public Law 91-230, passed in 1970, empowered the U.S.
Commissioner of Education to require LEAs to involve parents in
federally financed programs if such involvement appeared beneficial.
A year lw:er, in October 1971, Title I guidelines were amended to
require establishment of parent councils for local projects. These
councils, on which parents were to constitute more than a simple
majority, were to participate in the planning, development, operation
and evaluation of the projects.

"Title 1 publications have emphasized that these councils (PACs)
should be "a strucLured, organized menus of involving parents" In
Title I projects (Parental Involvement in Title I, ESEA, 1972, p. 5).
Organizing parents into formally structured and officially sanctioned
groups increases the likelihood that they will not be co -opted into
into the Placation Role or the Sanctions Role. Emphasis by program
staff on the need to provide training for PAC members and other
parents indicate that Federal. Office of Education (OE) personnel
envision the Information Role as the ideal one for PACs to fill.
However, the guidelines do nit specify the kinds of decisions in
which councils are to be involved or the ways in which they can
actually influence decisions.

"As a result, the expectations held by parents rind local staff
members vary from school to school and district to district. At

present, many Title i PACs want to act in a Checks and Balances
Role (similar to their perception of o/low Through PACs). Strong
positions are generally supported by OE administrators. The impact
of parents on decisions wound, they feel, be strengthened if funds
were available to train parent groups in the complexities of Title 1
legislation and regulations, and if more PACs were elected from among
Title i parents rather than appointed by school boards. Rovever,
there is currently no formal provision for such activities, and local
PACs are left to assume roles principally through their own determina-
tion, depending on the amount of cooperation of local school and
project officials.



"Tit 10 I generally assumes a School-as-Failure mud, l. cu: IiLc.im.s

for the program do not retlect the Deficit model's :ssimipt ion t!lat
the re:Tonsibility for poor achievement its with Lie child his

home environment. Rat her, they assume that th lot ol diagnosini;

the prchlem and effecting the cure cannot be successfully undertaken
by professionals alone. It is unfortunate that conflicting
expectations have sometimes had the effect of polarizing district
professionals and Title I parents until the professionals assume a
Deficit modzl, while the parents assume a Social Structure Change
model, with the result that little cooperation is posslble.

"'Follow Through' In Follow Through, parent involvement again takes
at least as great a variety of forms as in Title I, depending in
additional upon the participating sponsor or model that is chosen
for a school. However, regardless of the model chose, Follow Through
guidelines call for parent involvement in all the roles described
earlier, focusing on the involvement of parents in established Parent
Advisory Committees. What sets Follow Through apart from Title 1 in
this respect is not chiefly the ways in which parents have been
et:courage(' to participate, but rather the rationale behind this
participation.

"Authorized under the community action title of the 1964 Economic
Opportunity Act, Follow Through was originally conceived as a
comprehensive attack on poverty in which the school would serve as
a focal point for coordination of services to the low-income community.
'Maximum feasible participation' was to be encouraged not only as a

way to optimize immediate impacts on the children but also as a way
of permitting adults in the poverty community to change the social
context in which the children were educated. Follow Through (as well
as Head Start and other EGA-authorized activities) stems from a Social
gttuctural Change Model, and is oriented toward changing Local
Institutions and the power and slaInS of I. parents and thus their
children.

"A ltunlamenlal tenet of Follow Through, expressed in the Gnidellno!;,
In that 'parents have both the right and the responsibility to :d'art.
In determining the nature of their children's education.' (Follow
Through Program Guidelines, 1969, p. 5). PACs arc expected to parti..
pate in preparing annual project applications and to help select staff
and materials. The project: staff bears the major responsiblity for the
conduct of local projects, but guidelines require that the PACs approve
decisions made about local projects and approve proposals for additional
funding. in sum, the Follow Through Guidelines and the tenor of t*
administrative actions place PACs in the roles of Checks and Balances,
or of Change Agents.



10.

"Shortly after its inception, this Follow Through program underwent
a major shift to become an experimental program administered by the
Office of Education. This relocation signalled heavier emphasis on
academic achievement and educational :services provided by the school,
with less attention given to 'comprehensive services' or impacts on
parents, community or institutions. i:OA remains the authorizing
legislation, and the program stall at OE continues to encourage the
program's original intent and support of parent involvement in
significant roles. However, this shift of administrative agency
naturally tends to de-emphasize somewhat the 'Change Agent Role',
placing greater stress on the value of parents in an Informational
Role, closer to what appears to be the 'ideal' for Title I."

67, See ref. 28.

48, See ref. 29,53, for a review of this evidence, and ref. 36 for a
refutation that low participatici ie "characteristic" o- low-
income families.

/9. See ref. 58.

'O. See ref. 27.

A.. See ref. 6.
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